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ABSTRACT 
The purpose of this mixed methods sequential exploratory study was to 
develop an understanding of the ways in which graduates of liberal arts 
programs recognize, make meaning of, and apply the competencies developed 
as an undergraduate within the workplace.  In the first quantitative phase of 
the study, the research questions addressed the association among liberal 
arts graduates’ perceived importance, academic preparation, and assessment 
of value attributed by employers of eight critical skills in the workplace and 
any differences based on participants’ academic domain.  The data were 
collected via a self-developed web-based survey (N=328) sent to graduates of 
six institutions representing four different Carnegie classifications.  The 
overall response rate was 9.4%.  A chi-square analysis in conjunction with the 
Holm-Bonferroni procedure yielded a statistically significant relationship in 
five of nine academic domain relationships. A post-hoc contingency table 
analysis further revealed statistically significant results between academic 
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domain and perception value categories.  
In the second qualitative phase, eight case studies, consisting of 
graduates of liberal arts programs from four Carnegie classifications and four 
academic domains, delved deeper into the results from the first phase.   Four 
themes emerged during the within- and cross-case analysis related to 
participants’ perceptions of the use of critical skills in the workplace: (1) 
Personal accountability to the job, (2) workplace dynamics among coworkers, 
clients, and supervisors, (3) self-awareness of what is important in the 
workplace, and (4) employer support of the liberal arts in the workplace.   
The final phase of the study integrated the quantitative results and 
qualitative findings to determine broad-scale outcomes of the study.  Based 
on the overall analysis, the study provides policy implications and 
recommendations related to practical skill development within liberal arts 
programs.   
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GLOSSARY 
• Liberal Education: “An approach to college learning that empowers 
individuals and prepares them to deal with complexity, diversity, and 
change.  It emphasizes broad knowledge of the wider world (e.g., science, 
culture, and society) as well as in-depth achievement in a specific field of 
interest.  It helps students develop a sense of social responsibility as well 
as strong intellectual and practical skills that span all areas of study, such 
as communication, analytical and problem-solving skills, and includes a 
demonstrated ability to apply knowledge and skills in real-world settings” 
(AAC&U, 2007). 
• Liberal Arts: Specific disciplines (e.g., the humanities, sciences, and social 
sciences) 
• The Knowledge Economy: “Production and services based on knowledge-
intensive activities that contribute to an accelerated pace of technical and 
scientific advance, as well as rapid obsolescence. The key component of a 
knowledge economy is a greater reliance on intellectual capabilities than 
on physical inputs or natural resources” (Powell & Snellman, 2004, pg. 1). 
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"...With the advent of democracy and modern industrial conditions, it is 
impossible to foretell definitely just what civilization will be twenty years 
from now. Hence, it is impossible to prepare the child for any precise set of 
conditions. To prepare him for the future life means to give him command 
of himself; it means so to train him that he will have the full and ready 
use of all his capacities; that his eye and ear and hand may be tools ready 
to command, that his judgment may be capable of grasping the conditions 
under which it has to work, and the executive forces be trained to act 
economically and efficiently." (Dewey, 1897) 
CHAPTER 1.  INTRODUCTION 
Liberal arts education in the United States has long struggled with the 
perception that it produces well-read but underemployed or unemployed 
graduates (Côté & Allahar, 2011; Hersh R. A., 1997; Lutz, 1979; Sweet, 
Anisef, & Schuetze, 2001).  In the decades between 1950 and 1990 during 
which the United States shifted from an industrial to a knowledge economy, 1 
the uncertainty about employment prospects for liberal arts graduates has 
taken its toll (Powell & Snellman, 2004).  Liberal arts majors are now in the 
minority, even at many liberal arts colleges (Delucchi, 1997).  Since the 1970s, 
the number of undergraduate enrollments in the liberal arts has been in 
steady decline.  For example, in the 1970–1971 academic year, the liberal 
arts accounted for over 51% of the total number of bachelor degrees conferred 
by postsecondary institutions, while business degrees accounted for 13% of all 
                                                           
1 The authors define the knowledge economy as “production and services based on 
knowledge-intensive activities that contribute to an accelerated pace of technical and 
scientific advance, as well as rapid obsolescence. The key component of a knowledge 
economy is a greater reliance on intellectual capabilities than on physical inputs or 
natural resources” (Powell & Snellman, 2004, pg. 1). 
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degrees conferred.  In that same period, 9% of all conferred degrees were in 
engineering and the health professions (National Center for Education 
Statistics, 2012).  By 2012, degrees in the liberal arts decreased to 38% while 
business degrees grew to 21% and engineering and the health professions 
grew to 17% (see Figure 1.1).    
Figure 1.1-Trend in Conferred Degrees (National Center for Education 
Statistics, 2012) 
 
The data indicate further trends.  Between the years 1970 and 2012, 
the number of degrees conferred in such majors as English and math declined, 
0%
10%
20%
30%
40%
50%
60%
1971 1991 2012
Liberal Arts Business, Engineering & Health
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even though total student enrollment grew significantly.  These two liberal 
arts combined conferred approximately 88,000 bachelor degrees in their 
disciplines in 1970–1971.  By 2011–2012, these same disciplines awarded a 
total of approximately 72,000, representing a 19% decline, despite the 
number of conferred degrees increasing over 950,000 (National Center for 
Education Statistics, 2012).    
Today, students and their parents focus on the choice of which 
discipline in which to major and then expect the strength of that choice to 
lead to professional success four years later.  Since 1966, the UCLA Higher 
Education Research Institute (HERI) has administered the yearly 
Cooperative Institutional Research Program (CIRP) Freshman Survey to 
hundreds of four-year colleges and universities.  The survey outlines the 
connection students make between their undergraduate programs of study 
and future employment opportunities.   
  
 4 
Figure 1.2-Perceived reasons for going to college by freshman college 
students in 2012 (Pryor, et al., 2012) 
 
The most recent CIRP survey, conducted in 2012, revealed that 87.9% 
of students responded that the ability to get a better job was a “very 
important” factor in their decision to pursue a college education.  The second 
highest priority, at 79.3%, was “succeeding financially”, the highest point for 
this value in 23 years.  (Pryor, et al., 2012, p. 37). (see Figure 1.2)  While 
student importance of personal economic viability has increased, conversely, 
student importance to “develop a meaningful philosophy of life” was 45%, 
compared to an all-time high of 86% in 1967 (Pryor, et al., 2012, p. 43). (see 
Figure 1.3) 
  
87.9%
79.3%
0%
25%
50%
75%
100%
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Figure 1.3-Perceived student personal goals for attending college in 
2012 (Pryor, et al., 2012) 
 
 In 2005, U.S. Secretary of Education Margaret Spellings formed the 
Commission on the Future of Higher Education.  The Department of 
Education charged the Commission, comprised of nineteen national leaders 
in education and industry, with recommending a national strategy for 
reforming post-secondary education, with an emphasis on how effectively 
colleges and universities are preparing students for the twenty-first-century 
national workforce. To accomplish its mission, the Spellings Commission 
examined Federal, state and local roles in higher education, with a specific 
focus on access, cost, financial aid, learning, accountability, transparency and 
innovation.  One of the conclusions reached by the Spellings Commission was 
that postsecondary institutions have failed to sustain and cultivate 
innovative educational practices to ensure graduates have the skills 
88%
45%
0%
25%
50%
75%
100%
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necessary to function effectively in the global workforce (U.S. Department of 
Education, 2006). Many in higher education viewed the report as a precursor 
to federal standardized assessment in secondary education, threatening the 
diversity of institutional mission and the traditional role of faculty in setting 
curriculum and standards for learning (Rubin, 2008).  
The federal call for greater accountability in higher education has 
attracted the attention of taxpayers, business leaders, and national 
lawmakers.  These stakeholders have taken legislative steps to protect public 
investment and demand evidence of the value of their education dollar (Table 
1.1).  Increased calls for accountability and the demands of a 21st-century 
global economy have challenged colleges and universities to become more 
purposeful about the forms of learning represented by a liberal arts education 
(Association of American Colleges and Universities, 2007; 2009; Business-
Higher Education Forum, 1999; Carnevale, 2008).    
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Table 2.1 – Key Stakeholders in higher education accountability 
Stakeholders 
 
Basis of Interest in the Problem 
 
Federal & State 
Government 
 
Concern over future national economic viability 
(U.S. Department of Education, 2006) 
Seek transparency & accountability (U.S. 
Department of Education, 2009) 
 
Taxpayers 
Concern about the high cost of investment in 
higher education-$10,310 per student, public 
(National Center for Education Statistics, 2014) 
Access to higher education (Ross, 2003) 
 
Parents 
Concern about cost, quality, and relevance of what 
child is learning (Arum & Josipa, 2011) 
Concern about ability of son/daughter to earn a 
living after college (Reuters, 2008) 
 
Employment 
Sector 
Require educated workforce with wide range of 
skills necessary for the "knowledge economy" 
(Powell & Snellman, 2004) 
Concern about American competitiveness in the 
world (Baily & Slaughter, 2008) 
 
Students 
College affordability (Reuters, 2008) 
Concern over ability to find a job after graduation 
(National Association of Colleges and Employers, 
2009) 
 
As the employment sector continues to demand a liberally educated 
workforce (Buttermore, 2010; Lacy, 2011; Maguire Associates, Inc, 2012; U.S. 
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Department of Labor, 2008), higher education has begun to think more 
broadly about the nature of education, in and out of the classroom, and 
capitalize on the skills a student may acquire from a liberal arts education 
and can apply in the workplace (Blumenstyk, 2010; Hart Research Associates, 
2013; National Association of Colleges and Employers, 2008; The National 
Association of Manufacturers, 2011).  Academic departments are 
acknowledging that “education for education’s sake” need not preclude 
empowering individuals to demonstrate outcomes necessary for economic 
viability in the 21st century (Immerwahr, Johnson, Rochkind, DuPon, & Hess, 
2011; Leskes & Miller, 2006). 
The Liberal Education and America’s Promise (LEAP) initiative is a 
response to the calls for increased transparency and accountability within 
higher education.  Launched in 2005 by the American Association of Colleges 
and Universities (AAC&U) and funded by a major grant from the Christian A. 
Johnson Endeavor Foundation (GuideStar USA, Inc., 2014), the LEAP 
Initiative is a ten-year campaign that outlines “the essential aims, learning 
outcomes, and guiding principles for a twenty-first-college education” 
(Association of American Colleges and Universities, 2007, p. vii). Building on 
the recommendations put forth by the national report Greater Expectations, 
LEAP emerged from a nationwide cooperative study by leaders of regional 
and professional accrediting agencies, business leaders, and higher education 
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associations. (Association of American Colleges and Universities, 2002).  The 
study challenged the conventional notion that liberal education is, by 
definition, “non-vocational” and that students achieve a liberal education only 
through study in arts and science disciplines (Association of American 
Colleges and Universities, 2004).  
The AAC&U study defines a series of sixteen Essential Learning 
Outcomes that “all students, regardless of academic background, should 
achieve during undergraduate study” (see Figure 4).   The essential learning 
outcomes are designed to be “emphasized across every field of college study, 
whether the field is conventionally considered one of the arts and science 
disciplines or whether it is one of the professional and technical fields […] in 
which the majority of college students currently major” (Association of 
American Colleges and Universities, 2007, p. 4).  In a series of national 
surveys sponsored by AAC&U and administered by the research company 
Hart Research Associates (2006; 2008; 2010), employers sustained the need 
for college graduates to achieve higher levels of learning in all of the 
Essential Learning Outcomes.  
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Adoption of LEAP among stakeholders in higher education has 
continued to increase, garnering the support of colleges, community colleges, 
and universities through the development of the LEAP Campus Action 
Network (CAN).  The Campus Action Network comprises over 360 
postsecondary institutions throughout the United States who have pledged to 
Figure 1.4 - LEAP Essential Learning Outcomes (Association of 
American Colleges and Universities, 2009, p. 2) 
Beginning in school, and continuing at successively higher 
levels across their college studies, students should prepare 
for twenty-first-century challenges by gaining: 
Knowledge of Human Cultures and the Physical and 
Natural World 
• Through study in the sciences and mathematics, social 
sciences, humanities, histories, languages, and the arts. 
Intellectual and Practical Skills, including 
• Inquiry and analysis 
• Critical and creative thinking 
• Written and oral communication 
• Quantitative literacy 
• Information literacy 
• Teamwork and problem-solving 
Personal and Social Responsibility, including 
• Civic knowledge and engagement-local and global 
• Intercultural knowledge and competence 
• Ethical reasoning and action 
Integrative and Applied Learning, including  
• Synthesis and advanced accomplishment across general 
and specialized studies 
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advance liberal education for all students (Association of American Colleges 
and Universities, 2007).  The Network brings together academic and student 
personnel leaders to share best practices in undergraduate education to 
improve their efforts to ensure that all students meet the aims of the 
essential learning outcomes.   
Additionally, AAC&U has formed the LEAP National Leadership 
Council (NLC), a national advocacy organization promoting the importance of 
a quality liberal education to prepare students for economic viability in the 
global economy.2   
LEAP essential learning outcomes align with important indicators of 
the Faculty Survey of Student Engagement (FSSE), and the National Survey 
of Student Engagement (NSSE), two survey initiatives of the Pew Charitable 
                                                           
2 Membership of the LEAP National Leadership Council includes: Julie Anding, Harley-
Davidson Motor Company; Derek Bok, Harvard University; Mark Bradley, Ruder Ware 
LLSC, Scott Brown, Cisco; Anthony Carnevale, Georgetown University; John Casteen, 
University of Virginia; Mary Sue Coleman, University of Michigan; Michelle Asha 
Cooper, Institute for Higher Education Policy; Ronald Crutcher, Wheaton College; 
Andrew Delbanco, Columbia University; Troy Duster, Institute for the History of the 
Production of Knowledge, New York University; Judith Eaton, Council for Higher 
Education Accreditation; Sally Engelhard Pingree, Charles Engelhard Foundation; 
James Gentile, Hope College; Gina Glantz, Harvard University; Freeman Hrabowski, 
University of Maryland Baltimore County; Sylvia Hurtado, HERI- University of 
California-Los Angeles; Wayne Johnson, California Institute of Technology; Roberts 
Jones, Education Workforce Policy, LLC; George Kuh, Indiana University Bloomington; 
Barbara Lawton, State of Wisconsin; Eric Liu, The True Patriot Network; David 
Maxwell, Drake University; Gail Mellow, La Guardia Community College - City 
University of New York; Azar Nafisi, Johns Hopkins University; Martha Nussbaum, 
University of Chicago; Keith Peden, Raytheon Company; Christi Pedra, Cardinal 
Health; Carol Geary Schneider, Association of American Colleges and Universities; Lee 
Shulman, Carnegie Foundation for the Advancement of Teaching; Donald Stewart, 
University of Chicago; Jack Wilson, University of Massachusetts Lowell; Mark Zandi, 
Moody's Analytics . 
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Trusts designed to provide data on institutional quality and student 
engagement (Kuh & Kinzie, 2007).  In the study, researchers empirically 
confirmed that LEAP essential learning outcomes reflect the “good practices”, 
or behaviors, associated with college desired by students and faculty.   
This chapter introduces the problem statement and research questions 
addressed by this dissertation.  This chapter also defines graduates of liberal 
arts programs from LEAP Campus Action Network (CAN) institutions as a 
basis for selecting participants.   Chapter 2 provides a review of relevant 
literature beginning with a historical perspective of liberal education, the 
connection between liberal education and work, and calls by stakeholders 
around the assessment of student learning and making the results of that 
assessment more transparent.   Chapter 3 details the research design and 
measures used in the study.  In doing so the chapter builds on an 
understanding of liberal education and the workplace by introducing two 
concepts: (1) the LEAP Essential Learning Outcomes as a conceptual 
framework to inform the development of the survey instrument and interview 
protocol of the student interviews and (2) use of VALUE (Valid Assessment of 
Learning in Undergraduate Education) assessment rubrics as a measure of 
student understanding and achievement of LEAP learning outcomes.    The 
LEAP framework and VALUE rubrics utilize the efforts of the American 
Association of Colleges and Universities (AAC&U) and provide a basis for 
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evaluating how the connections between liberal education and employers’ 
expectations manifest in the workplace.   Chapter 4 presents the results of 
the quantitative analysis to examine the relationship between participants’ 
perceptions of critical skills used in the workplace.  Chapter 5 continues with 
the findings of the qualitative analysis, which describe participants’ 
application of critical skills in the workplace, and provide a basis to compare 
the results of the quantitative analysis against student self-perceived 
application of critical skills in the workplace.   Chapter 6 discusses 
conclusions and recommendations for further research based on the results 
and findings.  
 
Statement of the Problem  
The purpose of this study was to contribute to the understanding of 
liberal arts graduates’ capacity to make connections between their 
undergraduate educational experiences and their experiences in the 
workplace.  Today’s employers value and demand the skills inherent in a 
Liberal Arts program of study (Autor, Katz, & Kearney, 2006;  Burning Glass 
Technologies, 2013; Fogarty, 2010; Grubb & Lazerson, 2004; Hersh R. A., 
1997; National Association of Colleges and Employers, 2008; Peter D. Hart 
Research Associates, 2006; 2008; 2010; Useem, 1988).  Simultaneously, 
evidence suggests that liberal arts graduates are not well-prepared for the 
 14 
skill demands of the workforce (Adelman, 2004; Educational Testing Service, 
20142015; Farkas, 2011; Peter D. Hart Research Associates, Inc, 2006).  
While there is a limited body of research on how liberal arts students make 
meaning of employer expectations (DuPre & Williams, 2011), the research 
examines students’ perception while still enrolled in postsecondary 
institutions, with little workplace experience, if any. By examining graduates 
of liberal arts programs employed for a minimum of one year in the workforce 
the goal of the research was designed to delineate how graduates of liberal 
arts programs make sense of employer expectations.   
Research Questions 
The study asks, ‘Can higher educators develop an understanding of the 
ways in which graduates of liberal arts programs recognize, make meaning, 
and apply the competencies developed as an undergraduate within the 
workplace?’   Three primary research questions serve as guides to the design 
and implementation of the study.  First, “Is there an association among 
liberal arts graduates’ perceived importance, academic preparation, and 
employer-attributed-value of critical skills in the workplace and are there 
academic program differences in these associations?”  
Second, “How do liberal arts graduates make meaning of their work?” 
The third research question asks, “How do the qualifications and skills 
that liberal arts graduates feel they possess in the workplace correspond to 
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specific undergraduate academic experiences”?    
In support of the first research question, the researcher consulted the 
LEAP Essential Learning Outcomes to define which competencies, or skills, 
constitute key expectations of employers who hire Liberal Arts graduates.   
The conceptual framework, used for survey data collection and analysis, 
emphasizes the work of the American Association of Colleges & Universities 
(AAC&U) and presents an inventory of “critical skills” that constitute 
important learning outcomes developed by a contemporary liberal education.   
To address the second and third research questions, the study 
extended the analysis of liberal arts students’ self-perception of skills against 
LEAP learning outcomes as defined by the Valid Assessment of Learning in 
Undergraduate Education (VALUE) rubrics.  Guided by the VALUE rubrics, 
the study introduced a set of employers’ expectations that were the focus of 
interviews with liberal arts graduates.   
Significance, Implications, and Audience 
This mixed-methods study was designed to focus on an institutionally 
diverse sample to better understand how graduates of liberal arts programs 
make meaning of employer expectations, and how, if at all, the critical skills 
that liberal arts graduates feel they possess corresponded to perceived 
undergraduate learning experiences.  This study does not suggest that higher 
education assess LEAP essential learning outcomes for their benefit in the 
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workplace, nor does the study promote the LEAP framework as a superior 
form of job preparation.  Foremost, the expectation is that the research 
contributes to the understanding of the ways in which graduates of liberal 
arts programs make meaning of their learning experiences and apply 
corresponding critical skills in the workplace.    
The audience for this study includes researchers interested in 
connecting liberal arts education to economic viability and those professionals 
charged with coordinating assessment and career services for liberal arts 
majors, including deans, and directors of career development and assessment.   
Concept Stabilization:  The Carnegie Classification and the Liberal Arts  
To define the scope of liberal arts disciplines included in this study, the 
researcher referred to the definitions prescribed by the Carnegie 
Classification of Institutions of Higher Education.  In 1967, The Carnegie 
Foundation for the Advancement of Teaching created what is known today as 
the Carnegie Commission on Higher Education (Pifer, 1972).   Since 1970, the 
Carnegie Commission has developed and maintained a classification system 
of colleges and universities to support its program of research and policy 
analysis (Pifer, 1972).   Derived from data on American colleges and 
universities, the Carnegie Classification of Institutions of Higher Education, 
has provided a framework for researchers “both as a way to represent and 
control for institutional differences, and also in the design of research studies 
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to ensure adequate representation of sampled institutions, students, or 
faculty” (The Carnegie Foundation for the Advancement of Teaching, 2010).   
 The higher education research community has widely adopted the 
Carnegie Classification as the dominant framework for classifying 
institutions (McCormick & Zhao, 2005).  The present study assumes that the 
liberal arts include those disciplines in the arts and sciences categorized by 
the U.S. Department of Education’s Classification of Instruction Programs 
(CIP), including the physical and natural sciences (National Center for 
Education Statistics, 2014). 
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CHAPTER 2.  REVIEW OF THE RELATED LITERATURE  
The focus of this study – college graduates’ perception of liberal 
education competencies applied in the workplace – requires a discussion of 
liberal arts education in the American undergraduate curriculum, 
particularly since much of the research used to form this study emerged from 
discussion of practical skill development in a liberal arts education as applied 
in the workplace.   A review of the literature reveals three related but 
separate domains.  The first domain includes investigation, from a historical 
perspective, of the relationship between liberal education and its connection 
to vocational mobility throughout history.  The second domain focuses on 
public debate regarding liberal education’s role in vocational preparation, 
beginning with the Career Education movement of the 1970s.   The third 
domain examines measures of student learning in higher education and the 
trend towards outcomes assessment, with a focus on development of Liberal 
Education American’s Promise (LEAP) and a project component; the Valid 
Assessment of Learning in Undergraduate Education (VALUE), both 
initiatives of the American Association of Colleges and Universities (AAC&U). 
A historical review of the relationship between 
 classic liberal education and vocational mobility 
 The idealist educational framework of Plato (427–347 B.C.), while not 
administered within a formal university system, provided the model for what 
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would become a liberal education for centuries.  Plato’s educational system 
was two-tiered.  The instructional content consisted of gymnastics, music, 
and grammar, then arithmetic, geometry, astronomy, musical harmony, and 
philosophy (dialectics) (Plato, 2006).  The educational benefits were directed 
toward a relatively small class; members of the social elite.  However, 
individuals who received this education were expected to enter a life of active, 
responsible citizenship and emerge as leaders (philosopher-kings) benefiting 
the Athenian city-state. 
 Although the theoretical education system of Plato was never placed 
into practice, the domination of Greece by its Macedonian and Roman 
neighbors (359–168 B.C.) shifted the Platonian concept of a liberally educated, 
civically active free citizenry to an ideal that liberal education was 
appropriate and “natural” only to a select aristocratic minority, a leisure class, 
who would have dedicated time afforded to them to pursue intellectual 
matters without the burden of manual labor (Butts, 1971).  This concept of 
“polite-learning” was supported by Aristotle, who asserted that the liberally 
educated man must not only be politically and intellectually free but 
economically free as well (McGrath, 1959).  The liberal arts included the 
Platonian subjects, devoid of original doctrine, Aristotelian principles of the 
biological and social sciences, and the Roman contribution to architecture and 
medicine (Butts, 1971). 
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 Standardization of the liberal arts curriculum occurred at the 
beginning of the fourth century with the distillation of the Greco-Roman 
subjects to the “seven liberal arts” developed by Martianus Capella.  Capella 
organized the liberal education curriculum into the “trivium” consisting of 
grammar, rhetoric, and logic, and the “quadrivium” containing arithmetic, 
geometry, astronomy, and music.  Educators used Capella’s devotion to the 
spiritual rather than the practical or physical subjects to justify reducing the 
number of liberal arts subjects to seven in order “to keep only those arts 
which would interest a group of celestial beings” (Butts, 1971, p. 25).  The 
increasingly influential medieval Christian Church adopted the selective 
curriculum and mainly served those considered destined as future leaders of 
an ecclesiastical society.  Because of the powerful unifying nature of the 
universal church, this educational model would serve as the core liberal 
education curriculum for the next thousand years (McGrath, 1959). 
The founding of Oxford and Cambridge universities in the early 
thirteenth century represented a shift in culture of who would receive a 
liberal arts education for the next two centuries.  Liberal education during 
this period was not viewed as “polite-learning” for an aristocratic minority, 
but as a means to a better life.  For young men from the lower socio-economic 
classes, education was one of the few opportunities to raise their status 
(McGrath, 1959).  As Samuel Eliot Morison, Harvard historian says: 
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The medieval arts course, with its overemphasis on Dialectic and 
Philosophy, served mainly those destined for the Church and the Law; 
it was too “practical” an education to be much value for anyone else.  
The English colleges of the thirteenth to the fifteenth centuries were 
founded in order to enable poor but deserving scholars to enter the 
Church, not for the general education of gentlemen’s sons, who at the 
time were too earnestly engaged in exterminating one another to have 
time for study (Morison, 1995, p. 51). 
 
 Students who completed the requisite four years of liberal study would 
receive the Bachelor of Arts, allowing entry into the “preferred occupations” 
of teaching, preaching, and law (McGrath, 1959). Curricular courses included 
the seven liberal arts plus Aristotelian natural, moral and mental 
philosophies (Morison, 1995).   
 With the establishment of Harvard College in 1636, the prevailing 
British aristocratic concept of liberal education developed two hundred years 
prior at Oxford and Cambridge colleges was transplanted to colonial New 
England.  Subjects taught at Harvard during the next two centuries did not 
vary significantly from the British model.  Colleges provided instruction in 
the seven liberal arts, combined with Aristotelian ethics, logic, politics, 
physics and four years of required Biblical instruction (McGrath, 1959). “The 
Gentleman’s Education,” as higher education became known during this 
period, brought with it an emphasis on liberal education, this time in the 
United States, and like its British and medieval predecessors, was strongly 
committed to preparation for specific vocations for the new society’s next 
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generation of national leaders (Olsen, 1975).   During this early period in 
American higher education, the primary responsibility for the intellectual, 
spiritual, moral, and professional development of students was the purview of 
faculty members and leaders of American colleges (Olsen, 1975).    
 Beginning in the nineteenth century, a number of factors began to 
erode what institutions had taught as classical liberal arts curricula.  The 
technological and scientific innovations of the American industrial revolution 
brought with it recognition of the newly emerging professions in American 
society (Geiger, 2005). The passage by Congress of the Morrill Act in 1862, 
which provided federal land for each state to establish institutions of higher 
learning, formally recognized higher education’s role in preparing the 
citizenry for employment ( Grubb & Lazerson, 2005).   The Act’s mandate “to 
teach such branches of learning as are related to agriculture and the 
mechanic arts…in order to promote the liberal [italics added] and practical 
education of the industrial classes in the several pursuits and professions in 
life” (Eddy, 1957) emphasized the importance of maintaining the traditional 
values of liberal education with the new expectation that learning also is 
vocational.   
In the 1870’s, the continuing growth in numbers of students attending 
college, coupled with a shift towards the research-centered German 
university model, contributed to a diminished role of faculty involvement in 
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the day-to-day welfare of students (Forest & Kinser, 2002; Geiger, 2005).  
During this time, American universities began to pattern themselves based 
on the German model, emphasizing faculty research and graduate education 
in increasingly specialized academic areas of study (Singerman, 1999).   
Faculty would come to view themselves less like teachers and more as 
published professionals in their field of expertise.  
 In 1937, the initiative to ensure liberal education’s role in the future 
economic mobility of students gained momentum when the American Council 
on Education drafted The Student Personnel Point of View.   This pioneering 
report defined the basic philosophical purpose of higher education as “the 
preservation, transmission, and enrichment of the important elements of 
culture; the product of scholarship, research, creative imagination, and 
human experience” (American Council on Education, 1937, p. 39).  The report 
applied this philosophy by stating that faculty and administration, 
cooperatively, have the obligation to develop students in all aspects of their 
lives. Of particular relevance, the report stressed the development of students’ 
career objectives and assistance with job placement (American Council on 
Education, 1937).   
 At the end of the Second World War, a new American idealism, 
represented by hundreds of thousands of returning soldiers, established an 
intellectual connection with the basic arts and sciences (Geiger, 1980).     A 
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national consensus emerged, influenced by the Harvard Report on General 
Education, which outlined a liberal education foundation comprised of a 
sampling of the basic disciplines of the humanities, social studies, science and 
mathematics (Harvard University, 1945).  The report also sustained the 
importance of student application of knowledge outside of the classroom, 
thereby supporting students as active participants in their educational 
development.  In a related response to the rise in student enrollments, the 
American Council on Education broadened the scope of The Student 
Personnel Point of View to include new educational emphases and objectives 
that had developed over the last decade (American Council on Education 
Studies, 1949).  The revised report cemented the mission of student affairs as 
an important contributor to the education of the whole student and 
emphasized that student affairs research and practice was critical to the 
effectiveness and continued benefit of student educational and professional 
development.  
Public debate of liberal education’s role in vocational preparation 
Leading up to the 1970’s, growing levels of unemployment in the 
United States contributed to the contention that liberal education on college 
campuses inadequately prepared students for the workforce (Grubb & 
Lazerson, 1975).  Whether real or imaginary, this perception fueled 
prominent governmental reform efforts over the next decade. The Career 
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Education movement, as it was known, began in the United States as a 
response to a perceived decline in the educational practices and outcomes of 
the mid-twentieth century (Olsen, 1975; Ryan & Work, 1976).   Career 
educators proposed to change this situation by integrating work skills into 
liberal arts curricula and by improving job and educational counseling 
(Grubb & Lazerson, 1975).   Championed in 1972 by Sidney P. Marland, 
Commissioner of Education of the U.S. Office of Education (USOE), the 
career education movement began as a 1.5 billion dollar congressional 
appropriation earmarked as Occupational Education Programs (Education 
Comission of the States, 1972). By 1974, nine states had passed specific laws 
prescribing career education; twenty-eight states established full-time career 
education staffs, and forty-two had adopted affirmative policy statements on 
career education.  In that same year, the U.S. Office of Education established 
the Office of Career Education, creating the National Advisory Council for 
Career Education to regularly inform Congress of its progress (Office of 
Career Education, 1974). 
 The collective literature does not lead to a definitive definition of 
career education. Even scholars declare that, “defining career education is 
not easy, and there are nearly as many definitions as definers of it” (Hoyt, 
Evans, Mackin, & Mangum, 1972, p. 3).  The authors above provided their 
definitions, which, though not in conflict, have different emphases: 
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To Hoyt, career education is defined as the total effort of public 
education and the community aimed at helping all individuals to 
become familiar with the values of a work-oriented society, to integrate 
these values into their personal value systems, and to implement these 
values into their lives in such a way that work becomes possible, 
meaningful, and satisfying to each individual (p. 3). 
 
To Evans, career education is the total effort of the community to 
develop a personally satisfying succession of opportunities for service 
through work, paid or unpaid, extending throughout life (p. 3). 
  
 Hoyt (1976) in a later monograph attempts to describe an ideal 
postsecondary model for career education.  Hoyt outlines the following 
expectations: 
• Career information, guidance and placement services 
• Development of faculty expertise in and commitment to work-
education interactions (faculty development). 
• Curriculum development to reflect career education interests and 
needs 
• Involvement of the business-labor-industry-governmental communities 
in the learning process. 
• Opportunities for the integration of the worlds of learning and work 
through non-campus based experiences (work-learning) 
 While elementary and secondary education systems adopted career 
education policy models, colleges and universities were highly resistant to the 
concept (Clements, 1977; Hoyt, Evans, Mackin, & Mangum, 1972).  In his 
1977 report to the National Advisory Council on the current state of career 
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education at the postsecondary level, Michael Goldstein summarized his 
findings on the perception of career education among institutions of higher 
education: 
The intensity with which the career education concept has been 
promoted by the Office of Education has taken many faculty and 
administrators by surprise.  They are uneasy with Washington 
pushing so hard on a pedagogical concept, nor are they comfortable 
with what they view as an obvious effort to rally public support to a 
government position that the institution and its faculty have not yet 
seen fit to endorse [….] Is it any wonder then that the efforts of the 
Office of Career Education to intensively promote the career education 
concept have been met with such concern and indeed apprehension 
among college and university faculty and administrators?  Indeed, the 
findings indicate that to a considerable degree the efforts of the 
government to so visibly and strenuously advocate the career 
education concept have been counter-productive in terms of achieving 
its acceptance and implementation.  Perceived as being imposed by 
forces external to the institutions, the career education concept is seen 
as posing a substantial threat (pp. 6364). 
 
Despite the decline of the career education movement towards the end 
of the 1970’s, some scholars continued to document liberal education’s 
inability to adequately prepare students for life after graduation.   At the 
institutional level, a disconnect separates liberal education curriculum and 
connection to career.  Researchers contend that not enough opportunities 
exist between liberal education and the “real world” that link undergraduate 
academic curriculum to external, co-curricular professional learning 
opportunities (Duncan, 2007; Klein, 1990; Kompelien, 1996).   Additionally, 
available career support services tend to be well-staffed for professional 
schools, but are spread thin for traditional liberal arts fields.   As a result, 
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liberal arts majors are not provided the same level of guidance on how to best 
structure their academics to foster professional interests (Ahrens, 1994; 
Benton, 1981; Boettcher, 2009; Bok D. C., 2006; Spinosa, Sharkness, Pryor, & 
Liu, 2007). 
 
Challenges to linking liberal arts education to vocational opportunity 
 Much of the skepticism towards linking liberal education to vocational 
opportunity has to do with the question of whether liberal arts education 
should involve practice, or career- oriented components (Borzak & Hursh, 
1977; Lynton, 1991; Stanton, 1978; Wooditsch, Schlesinger, & Giardina, 
1987).  External academic initiatives such as undergraduate research, on-the-
job training, and study abroad are challenging concepts in liberal education 
because these imply that educational opportunity exists outside of the 
classroom setting (Abowitz, 2006; Association of American Colleges and 
Universities, 2006; Freeland, 2009).  Such initiatives challenge conventional 
notions of what constitutes a liberal arts education.  Some educators 
maintain that liberal arts curricula should focus on a collection of texts 
recognized for their enduring and established value (Bloom, 1987; Casement, 
1996; Eaton, 1991; Hirsch, 1987).  Other educators suggest that colleges 
should design education for the purpose of advancing bodies of knowledge 
and preparing students to do the same (Fish, 2008; Ravitch, 2009).   More 
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recently, educational leaders have proposed a liberal education emphasizing 
practical skills, regardless of field of study or intended career (Association of 
American Colleges and Universities, 2010). 
Collaborative attempts to integrate professional education into liberal 
arts curricula have traditionally met with resistance from liberal arts 
departments.   Political motivation and contention between liberal education 
and vocational education departments are prevalent within higher education, 
especially given rising budgetary constraints (Bok D. , 2009; Center on 
Budget and Policy Priorities, 2014; Giroux, 2006). 
 
Criticism of liberal arts graduates not demonstrating proficiencies required 
by employers 
One of the criticisms facing liberal arts education is that modern 
university curricula have already lost the ability to produce a liberally 
educated person (Berkowitz, 2006; Bok D. C., 2006).  Another opinion 
suggests that liberal arts education has crossed over into a vast educational 
wasteland where continued dilution of the traditional “seven liberal arts” 
curriculum has made it “administratively difficult for students to integrate 
knowledge in a multidisciplinary, interdisciplinary or transdisciplinary way” 
(Gregorian, 2005).  Furthermore, there remains disagreement among 
stakeholders as to the reason students should attend college.  While 
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researchers have found consistent public belief that a college degree is a 
necessity for better job prospects (Harvey & Immerwahr, 1993; Hersh R. H., 
1997; Immerwahr, 2004) that belief is not shared by business leaders and 
recent liberal arts college graduates (Farkas, 2011; Hersh R. A., 1997).  
Recent research lends credence to the assertion that liberal arts 
students are not well-prepared for the skill demands of the workforce 
(Adelman, 2004; Educational Testing Service, 2015; Farkas, 2011; Peter D. 
Hart Research Associates, 2006).  Results of the Measure of Academic 
Proficiency and Progress (MAPP) assessment, developed by Educational 
Testing Service (ETS) and used by the Voluntary System of Accountability 
(VSA),3 demonstrate low levels of student proficiency, ten-percent or less, in 
basic liberal education skills of quantitative literacy, written communication, 
and critical thinking.  On “global preparedness”, a ten-year longitudinal 
study highlighted that a majority of American college students do not receive 
the type of education that prepares them for civic responsibility and 
engagement in the global economy (Adelman, 2004).   
Despite evidence of low proficiency attainment of graduates, the data 
suggests that employers from the public and private sector value and demand 
                                                           
3 Voluntary System of Accountably: “The VSA is a voluntary initiative for 4-year public 
colleges and universities developed through a partnership between the American 
Association of State Colleges and Universities (AASCU) and the Association of Public 
and Land-Grant Colleges (APLU). The sponsoring associations — APLU and AASCU — 
collectively represent 525 public institutions that enroll 7.5 million students and award 
70% of bachelor’s degrees in the U.S. each year” (Voluntary System of Accountability, 
2009). 
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the skills inherent in a liberal arts education (Doherty, 2000; Fogarty, 2010; 
Hersh R. A., 1997; U.S Department of Labor, 1991; Useem, 1988). Moreover, 
employers have expressed a preference for job candidates who have applied 
liberal arts skills to relevant work experience (National Association of 
Colleges and Employers, 2008; Radermacher, 2012; Wyke, 2013).  How a 
student acquired relevant work experience, be it a formal internship, summer 
job, work-study, or study abroad program was not a significant concern for a 
majority of employers (National Association of Colleges and Employers, 2008).   
In 2005, U.S. Secretary of Education Margaret Spellings formed the 
Commission on the Future of Higher Education.  The Commission, comprised 
of nineteen national leaders in education and industry, was charged “to 
consider how to best improve our system of higher education to ensure that 
our graduates are well prepared to meet our future workforce needs and are 
able to participate fully in the changing economy” (U.S. Department of 
Education, p. 1).  To accomplish their mission, the Commission examined 
Federal, state and local roles in higher education, with a specific focus on 
access, cost, financial aid, learning, accountability, transparency, and 
innovation.  The 2006 publication of the U.S. Department of Education report, 
A Test of Leadership: Charting the Future of U.S. Higher Education by the 
Spellings Commission brought to the forefront government displeasure in the 
American higher education system (Ruben, Lewis, & Sandmeyer, 2008).  The 
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report offers several broad recommendations to address what it termed 
“urgent reform needs”.  One of these recommendations outlined cultivation of 
a “robust culture of accountability and transparency” aided by new systems of 
data collection to assess learning outcomes and provide comparative metrics 
among institutions of higher education (U.S. Department of Education, 2006, 
pp. 2021). 
A case study examining the impact of the Spellings Commission 
concluded that leadership within the higher education community regarded 
the Report as a confrontational “attack on U.S. colleges and universities” 
(Ruben, Lewis, & Sandmeyer, 2008, p. 7).   The case study also detailed that 
higher education’s initial reaction to the Report was far more reactive than 
proactive (Ruben, Lewis, & Sandmeyer, 2008).  
 
Measures of student learning in higher education and trends towards 
outcomes assessment 
The research tradition of examining student learning in higher 
education can be traced back to the 1930s and 1940s.  Learned and Wood 
(1938) created instruments designed to test general knowledge felt essential 
for one to be considered liberally educated.  These were administered to 
nearly 26,000 students from 50 Pennsylvania colleges, with later retests.  The 
results revealed significant variation in knowledge and progress in learning.  
 33 
Of the findings, the study concluded that students' knowledge and progress in 
learning could be measured effectively.  Also of relevance, the study 
recommended that colleges focus on the strategy of dealing with other 
essentials of education beyond knowledge, such as originality, insight, 
understanding, and tolerance. 
In the 1970’s a series of influential studies examining student learning 
in college introduced new methodologies (i.e., taxonomies of outcomes, models 
of student growth and development) and tools for research (i.e., cognitive 
examinations, longitudinal, cross-sectional surveys, and quasi-experimental 
designs).  Astin (1977) established the “value added” metaphor promoting the 
use of longitudinal studies to examine net effects of college education on 
career and economic attainment. Bowen (1977) established a public policy 
context for assessment by emphasizing the societal benefits of higher 
education.  Pace (1979) emphasized the role of college environments and 
actual student behaviors.   
Chickering and Reisser’s (1993) research on student development 
theorized that students travel through a series of stages or “vectors” which 
contribute to their overall individuation.  The first vector, developing 
competence, describes student development in critical thinking, 
communication, creative thinking, and the ability to work well with others, 
while in college.   Pascarella and Terenzini (2005) used the phrase 
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“educational attainment” in their conclusions that students gain maturity as 
well as knowledge during college while pursuing a career.  Research by 
Chapman (2011) found that study aboard participation helped to inform the 
psychosocial and career development of participants.  
 
Employment outcomes and requirements for liberal arts graduates 
 Several studies have suggested, with respect to the employment 
market for college graduates, that demand is shifting to a higher-skilled and 
increasingly flexible workforce and that employers increasingly demand 
workers who have not only technical and quantitative expertise but also 
general skills in areas such as critical thinking, written and oral 
communication, and information literacy (Autor, Katz, & Kearney, 2006; 
Dingman & Madison, 2011; Grubb & Lazerson, 2004; Radermacher, 2012; 
Steen, 2001; Wilkins, 2000).   While specific results vary across studies, 
graduates in some liberal arts fields generally have advantages in job 
promotion, particularly in middle management (Useem, 1988).  Fields 
classified as liberal arts, such as math and natural sciences (Spilerman & 
Lunde, 1991) and social sciences and economics (Heijke, Meng, & Ramaekers, 
2003; Hiroshi, Spilerman, & Su, 1997) appear to enhance an individual’s 
opportunity for promotion.  Liberal arts graduates working for firms are more 
likely to achieve managerial status in areas such as sales, marketing, human 
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resources, or research and development (Useem, 1989).  General skills 
acquired in higher education facilitate the acquisition of “management 
competencies” which prepare workers for higher-level management and 
executive positions (Heijke, Meng, & Ramaekers, 2003).   While research 
indicates that combining small amounts of field-specific skills to a Liberal 
Arts program of study can increase entry-level job prospects and starting 
salaries (Burning Glass Technologies, 2013), graduating with a liberal arts 
education itself also provides economic advantages during an individual’s 
peak earning years (National Center for Higher Education Management 
Systems, 2014).  The appeal of elite undergraduate institutions also brings 
with it economic advancement opportunities for graduates of liberal arts 
programs (Brown D. K., 2001).  
 Some recent efforts to describe employers’ expectations have emerged 
from a national focus on skills at all educational levels (ACTTM, 2000; Hart 
Research Associates, 2010; Kavanagh & Drennan, 2008; Partnership for 21st 
Century Skills, 2011).    A result of the focus has been an influx of attempts to 
define and operationalize those skills that define the basic requirements 
employers expect of recent college graduates (Autor, Levy, & Murnane, 2003; 
Casner-Lotto & Barrington, 2006; Wagner, 2008).   Some of those attempts 
have led to general statements regarding areas of undergraduate 
competencies (see Table 2.1) 
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Table 2.1-Summary of skill frameworks 
Author Focus Learning outcomes/skills 
AAC&U’s 
Liberal 
Education and 
America’s 
Promise (2007) 
Intellectual and 
Practical Skills, 
Personal and Social 
Responsibility, 
Integrative and 
Applied Learning, 
Essential Learning 
Outcomes 
Inquiry and analysis, critical and 
creative thinking, written and oral 
communication, quantitative literacy, 
information literacy, teamwork, 
problem solving, civic engagement, 
intercultural knowledge and 
competence, ethical reasoning, and 
skills for lifelong learning 
 
Wagner  
(2008) 
New skills for college, 
career, and citizenship.  
Critical thinking and problem-solving, 
collaboration across networks, agility 
and adaptability, initiative and 
entrepreneurism, effective oral and 
written communication, accessing and 
analyzing information, curiosity and 
imagination. 
 
Wabash National 
Study of Liberal 
Arts Education 
(2007) 
Explore the conditions 
and experiences that 
facilitate the 
achievement of liberal 
arts outcomes 
Integration of learning, inclination to 
inquire and lifelong learning, effective 
reasoning and problem solving, moral 
character, intercultural effectiveness, 
leadership, well-being. 
 
Partnership for 
21st Century 
Skills (2007) 
Life and Career, 
Learning and 
Innovation, 
Information Media and 
Technology  
Critical thinking, communication, 
collaboration, creativity, flexibility, 
adaptability, initiative, self-direction, 
cross-cultural, productively, 
accountability, leadership, 
responsibility. 
 
Rogers and 
Mentkowskia 
(2004) 
Student Assessment-
as-Learning  
Communication, analysis, problem 
solving, social interaction, 
environmental concern, involvement in 
contemporary world, aesthetic 
sensibilities. 
  
ATTTM (2000) Critical Skills for High 
School Graduates 
Identifying resources, interpersonal 
skills, managing information, managing 
systems, and managing technology. 
  
Education 
Commission of 
the States (1995) 
Quality Indicators in 
Higher Education 
Higher-order problem solving, 
commitment to continued learning 
interpersonal skills (including 
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communication and collaboration), 
sense of personal and communal 
responsibilities, ability to bridge 
language barriers, and sense of 
professionalism.  
  
Stark and 
Lowther (1989) 
Traditional, 
Professional 
Competencies/Short- 
and Long-term Liberal 
Education Outcomes 
Conceptual, technical, integrative, 
communication, contextual and 
adaptive competence: professional 
identity/ethics, critical thinking, 
leadership, concern for improvement of 
the profession, motivation for continued 
learning, aesthetic sensibility.  
 
AAC&U’s (2007) model of essential learning outcomes (LEAP) was 
well-suited to the present study as research suggests that this framework 
coincides well with employer expectations and then places those expectations 
within the context of an array of essential learning outcomes desired within 
the workplace (Hart Research Associates, 2010).  Some learning outcomes, 
such as quantitative and informational literacy, focus on skills specific to the 
performance of a variety of tasks within an organization.  Others, such as 
inquiry and analysis, and critical and creative thinking, emphasize the 
ability to know when there is a need for information and to effectively and 
responsibly use and share that information within a team setting.   Also, 
LEAP defines outcomes such as civic engagement, intercultural knowledge 
and competence, and ethical reasoning, which focus on not only the skills and 
knowledge transferable to the workplace, but articulate some of the broader 
responsibilities of liberally educated professionals (Association of American 
Colleges and Universities, 2012).  
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Table 2.2 presents a summary description of the essential learning 
outcomes developed as part of AAC&U’s Liberal Education and America’s 
Promise initiative (2007).  The LEAP National Leadership Council developed 
the goals of the essential learning outcomes through a multiyear dialogue 
with hundreds of educational, business, community, and policy leaders who 
are strong advocates for educational excellence and change in higher 
education.    LEAP builds from an earlier AAC&U initiative, Great 
Expectations: The Commitment to Quality as a Nation Goes to College.   In 
developing the conceptual framework for the proposed study, the LEAP 
model provides an adequate fit, as the essential learning outcomes described 
have cross-discipline utility applicable within the professional and 
occupational majors as well as the traditional settings for liberal arts 
education.  
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Table 2.3 - Summary of LEAP (2007) Essential Learning Outcomes  
Intellectual and 
Practical Skills 
Definition 
Inquiry and 
analysis 
• The ability to know when there is a need for information, to be 
able to identify, locate, evaluate, and effectively and 
responsibly use and share that information for the problem at 
hand.  
 
Critical and 
creative 
thinking 
• Critical thinking is a habit of mind characterized by the 
comprehensive exploration of issues, ideas, artifacts, and, 
events before accepting for formulating an option. 
 
• Creative thinking is both the capacity to combine or synthesize 
existing ideas, images, or expertise in original ways and the 
experience of thinking, reacting, and working in an 
imaginative way characterized by a high degree of innovation, 
divergent thinking, and risk taking.   
 
Written and oral 
communication 
• Written communication is the development and expression of 
ideas in writing.  Written communication involves learning to 
work in many genres and styles.  It can involve working with 
many different writing technologies, and mixing texts, data, 
and images.  Written communication abilities develop through 
iterative experiences across the curriculum. 
   
• Oral communication is prepared, purposeful presentation 
designed to increase knowledge, to foster understanding, or to 
promote change in the listeners’ attitudes values, beliefs, or 
behaviors.   
 
Quantitative 
literacy 
• Quantitative Literacy (QL), also known as Numeracy or 
Quantitative Reasoning (QR) – is a “habit of mind”, 
competency, and comfort in working with numerical data.  
Individuals with strong QL skills possess the ability to reason 
and solve quantitative problems from a wide array of authentic 
contexts and everyday life situations.  They understand and 
can create sophisticated arguments supported by quantitative 
evidence and they can clearly communicate those arguments 
in a variety of formats (i.e., words, tables, graphs, equations, 
etc..).   
 
Information 
literacy 
• The ability to know when there is a need for information, to be 
able to identify, locate, evaluate, and effectively and 
reasonability use and share that information for the problem 
at hand.  
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Teamwork and 
problem solving 
• Teamwork is behaviors under the control of individual team 
members (effort they put into team tasks, their manner of 
interacting with others on team, and the quantity and quality 
of contributions they make to team discussions). 
 
• Problem solving is the process of designing, evaluating, and 
implementing a strategy to answer an open-ended question or 
achieve a desired goal.   
 
 
Personal and 
Social 
Responsibility: 
Civic knowledge 
and engagement – 
Local and global 
Definition 
Intercultural 
knowledge and 
competence 
Intercultural knowledge and competence is “a set of cognitive, 
affective, and behavioral skills and characteristics that support 
effective and appropriate interaction in a variety of cultural 
contexts” 
 
Ethical 
reasoning 
Ethical reasoning is reasoning about right and wrong human 
conduct.  It requires students to be able to assess their own ethical 
values and the social context of problems, recognize ethical issues 
in a variety of settings, think about how different ethical 
perspectives might be applied to ethical dilemmas, and consider 
the ramifications of alternative actions.  Student’s ethical self-
identity evolves as they practice ethical decision-making skills and 
learn how to describe and analyze positions on ethical issues.  
 
Foundations 
and skills for 
lifelong learning 
Lifelong learning is “all purposeful learning activity, undertaken 
on an ongoing basis with the aim of improving knowledge, skills 
and competence”.   An endeavor of higher education is to prepare 
students to be this type of learner by developing specific 
dispositions and skills.  
 
Integrative and 
Applied 
Learning 
Integrative learning is an understanding and a disposition that a 
student builds across the curriculum and co-curriculum, from 
making simple connections among ideas and experiences to 
synthesizing and transferring learning to new, complex situations 
within and beyond the campus.   
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LEAP’s (2007) essential learning outcomes refer to skills on which 
employers want colleges to “place more emphasis” (Association of American 
Colleges and Universities, 2012).    As this literature review has indicated, 
higher education has not traditionally been successful in linking 
undergraduate liberal education curriculum to vocational opportunity.  
However, LEAP does address the importance of mastering knowledge 
(intellectual and practical skills) and then demonstrating the application of 
these skills across general and specialized studies (integrative and applied 
learning).  While this study does not seek to identify a uniform set of 
essential learning outcomes, it will focus on the ways in which liberal arts 
graduates learn to integrate knowledge and skills in the performance of tasks 
in the workplace.   
Regarding career marketability, LEAP also emphasizes the importance 
of “high impact educational practices” endorsed by employers as potentially 
helpful in preparing students for workplace success (Brownell & Swaner, 
2010; Kuh, 2008).    However, career paths for liberal arts graduates are not 
as straightforward as those of their classmates in business, technical or other 
specialized majors who received focused career counseling services 
(CollegeBoard, 2009).  Liberal arts students are not trained for a specific job 
but are qualified for many different positions (National Association of 
Colleges and Employers, 2009). This dichotomy between traditional academic 
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discipline and career direction leads to disillusionment with the liberal arts 
students’ choice of major as they struggle with these decisions in an 
increasingly occupationally-specialized society (Marco C. D., 1998; Reuters, 
2008).  However, scholars also suggest that links between the experience of a 
liberal arts education and work introduced at the academic department level 
can potentially enhance student’s awareness of employers’ expectations 
(Brown J. , 1996).   
The next section (Chapter 3) describes the research design and 
methods used to operationalize the conceptual framework.  In adopting 
LEAP’s list of Essential Learning Outcomes and the Valid Assessment of 
Learning in Undergraduate Education (VALUE) rubrics, the framework 
outlines a series of defined expectations used as the focus of surveys and 
interviews with liberal arts graduates employed in the workforce.  
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CHAPTER 3. RESEARCH DESIGN 
 
Characteristics of Mix Methods Design 
This study used a mixed methods design (Teddlie & Tashakkori, 2009), 
which is an approach to collecting, analyzing and combining two or more 
methods in a research project generating both quantitative and qualitative 
data, to provide breadth and depth of understanding and corroboration to a 
research question (Creswell, 2014).   The reasoning behind mixed methods is 
that neither quantitative nor qualitative methods are sufficient by 
themselves to capture the trends and details of some situations, such as the 
complex issue of liberal arts graduates’ perception of employer expectations 
in the workplace.  When used in combination, quantitative and qualitative 
methods complement each other and provide for a more complete analysis 
than either approach alone (Creswell, 2004; Niglas, 1999; Yauch & Steudel, 
2004).   
In quantitative educational research, a researcher collects numerical 
data, using structured research instruments, to provide insight into a 
particular social phenomenon (Aliaga & Gunderson, 2005).  A researcher can 
use these data to determine whether, and to what degree, a relationship may 
exist between two or more variables.  Qualitative research allows for further 
identification and clarification of previously unknown processes, explanations 
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of why and how phenomena occur and the range of their effects (Pasick, et al, 
2009). 
Mixed Methods Sequential Exploratory Design 
This study used a strategy favored by educational researchers: 
sequential exploratory mixed methods design (Creswell, 2014).  This form of 
mixed-methods design consists of two distinct phases, quantitative followed 
by qualitative (Creswell, 2014).   
In the first phase, the study collected quantitative, numeric data using 
a web-based survey and the data were subjected to statistical associative 
analysis.   The goal of the quantitative phase was to identify associations 
among selected variables on graduates’ perception and to provide for 
purposeful selection of participants for the second phase of the study.  The 
researcher used the results from the quantitative phase to build on to the 
second, qualitative phase. 
  In the second phase, the researcher used a qualitative multiple-case 
study approach to collect narrative data through individual semi-structured 
interviews and artifacts to help clarify the perceived critical skills 
associations identified in the first study phase.  The rationale for this 
approach is that quantitative research asks specific, narrow questions, 
collects quantifiable data from a large number of participants and analyzes 
results to identify general patterns, i.e., what is the association between 
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graduates’ different perceptions of critical skills in the workplace, while the 
qualitative data analysis refined and explained those results by exploring 
participants’ views and expierences in more depth.  The researcher then 
integrated the results of the two phases to comprehensively interpret 
outcomes of the entire study, as presented in the Discussions chapter 
(Chapter 6).       
Figure 3.1 presents a visual model of the procedures used in the 
sequential exploratory mixed methods design of this study (Ivankova, 
Creswell, & Stick, 2006).   
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Figure 3.1 - Sequential Exploratory Mixed Methods Design 
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Advantages and Limitations of the Sequential Exploratory Design 
The literature regarding the strengths and weaknesses of mixed 
method design has been widely discussed (Creswell, 2014; Johnson & 
Onwuegbuzie, 2004; Yin R. , 2003). 
The advantages of sequential exploratory design include: 
1) The study design is easy to implement for a single researcher; as it 
proceeds sequentially from one stage to another. 
2) Sequential exploratory mixed methods design is useful for exploring 
qualitative results in more detail. 
3) Mixed-methods design can be especially useful when unexpected results 
arise from a quantitative study (Teddlie & Tashakkori, 2009).   
The limitations of sequential exploratory design included:   
1) The study was time-consuming to complete. 
2) The study was expensive to conduct. 
3) Due to the large amount of varied data collected, it was difficult for the 
researcher to carry out both the qualitative and quantitative portions of 
the research.   
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Liberal Arts Graduates Perceptions of Employers’ Expectations: A 
Conceptual Framework 
The conceptual framework constitutes the primary tool for collecting 
and analyzing data (Marshall & Rossman, 2011; Miles & Huberman, 1994). 
Since graduates of liberal arts programs were the unit of analysis of the 
study (Patton, 1990); the researcher designed the framework to focus on the 
potential experiences that graduates have in the workplace.  In doing so, the 
framework cites AAC&U’s LEAP Essential Learning Outcomes.   
LEAP Essential Learning Outcomes 
LEAP (2007) outlines the importance of eight intellectual and practical 
skills necessary for innovation and organizational effectiveness.  The 
following eight skills, summarized in Table 3.1, represent key employer 
demands of liberal arts majors (Hart Research Associates, 2013).  
Table 3.1-Employer Skill Emphasis and Essential Learning Outcomes 
Areas employers say the most emphasis 
should be placed.  
%  
emphasis 
Corresponding 
LEAP Learning Outcome 
Critical thinking and analytical reasoning 82% Critical Thinking 
Complex problem solving and analysis 81% Problem Solving 
Written and oral communications 80% 
Written Communication 
Oral Communication 
The location, organization, and evaluation of 
information from multiple sources  
72% Information Literacy 
Innovation and creativity  71% Creative Thinking 
The ability to collaborate with others in 
diverse groups settings 
67% Teamwork 
The ability to work with numbers and 
statistics 
55% Quantitative Literacy 
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Valid Assessment of Learning in Undergraduate Education (VALUE)  
The criteria of the AAC&U VALUE rubrics (Association of American 
Colleges and Universities, 2010) were used to guide the researcher’s 
understanding of how liberal arts graduates learn about employer’s 
expectations via their workplace experiences and the LEAP essential 
learning outcomes were used to identify what those skill expectations were 
(Association of American Colleges and Universities, 2007).   An inventory of 
the VALUE rubrics is in Appendix A. 
Target Population 
 The target population of the study was graduates of AAC&U member 
institutions participating in the LEAP Campus Action Network (CAN).  
AAC&U created the LEAP CAN initiative to bring together campuses 
committed to advancing liberal education for all students.   The researcher 
validated, within the survey instrument, the criteria for selecting the 
participants from an initial pool of respondents.  These criteria included: (1) 
completed an undergraduate degree from a participating LEAP CAN 
institution; (2) graduated in the period of Fall Spring 2013–Fall 2013; (3) had 
been employed, full- or part-time, for at least one year.    A total of 328 
participants met the criteria. 
 For the first quantitative phase of the study, simple random sampling 
(Dillman, Christian, & Smyth, 2014) was used.  Given that the literature 
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revealed that LEAP essential learning outcomes were designed to be applied 
across all degrees and fields of undergraduate study, the survey included 
participants who had completed either a Bachelor of Arts or Bachelor of 
Science degree from a LEAP CAN institution. 
For the purpose of the second, qualitative phase of the study, the 
researcher used purposeful sampling, which implies intentionally selecting 
individuals because of some characteristic (Patton M. Q., 1990), i.e., 
graduates of liberal arts programs in the workforce.   The researcher chose 
participants based on who would best answer the research questions and who 
were “information-rich” (Patton M. Q., 1990, p. 169) individuals. Based on the 
literature that suggests institutional prestige might exert an influence on 
labor market outcomes, the sample was designed to include participants from 
no less than two institutions described as private liberal arts colleges, no less 
than two public universities, and, at least, one doctoral-granting research 
university.  This approach provided for the limited amount of transferability 
to the study, generally a challenge for qualitative researchers (Shenton, 2004).   
Sixteen individuals agreed to participate.  The researcher conducted 
interviews with all sixteen particpants and had all interviews transcribed.  
Eight participants were selected for case study analysis using a purposeful 
sampling strategy to maximize the participant diversity relevant to the 
research question (Patton M. , 1990).  
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Research Permission and Ethical Considerations 
The researcher addressed research integrity, and ethical issues at each 
phase of the study.  In consultation with the Boston University Office of 
Research Compliance (ORC), the researcher obtained permission for 
conducting the research from the Boston University Charles River Campus 
Institutional Review Board (Boston University, 2014).   Per the Institutional 
Review Board (IRB) guidelines, the principle investigator first completed the 
prerequisite human subject protection training.  The researcher filed an IRB 
New Application form, providing information about the principal investigator, 
the project title and type, the source of funding, type of review requested, and 
number and type of subjects.  Application for research permission contained 
the description of the project and its significance, methods and procedures, 
participants, and research status.  Given that the researcher designed the 
survey and interview protocols for minimal risk with adult subjects, the BU 
IRB accorded this project an exempt status.  
The researcher developed two informed consent forms, one for the web 
survey instrument, and another for the interview protocol (Appendix B).  The 
forms provided an explanation of the study procedures, outlined the rights of 
participants, and that the participants agreed to be involved in the study. 
The researcher protected the anonymity of participants by numerically 
coding each completed survey.  Survey data included demographic 
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information and answers to the survey questions. There was no personally 
identifying information kept as part of the survey response data.  The survey 
data was kept on Boston University’s secured instance of the Qualtrics 
Survey Research Suite, using the Kerberos network authentication protocol.  
Kerberos protocols protect data against eavesdropping and server attacks. 
The researcher stored the transcribed interview data on a Boston 
University hosted server, also secured by Boston University Information 
Services & Technology.  The researcher coded interviews using a numeric 
identifier.  No personally identifying information was kept as part of the 
transcribed data.  In those instances, when an interview subject self-
identified or identified a third-party, the personally identifying information 
was redacted from the transcription.  The researcher kept a separate 
electronic research notebook with the names of the interview subjects.  The 
notebook was kept in a separate secure location from the transcribed 
interview data.  Research paper notes were stored in a secured location at the 
premises of the researcher and were accessible only by the researcher. 
Participants were informed that summary data would be disseminated to the 
professional community, but it would not be possible to trace individual 
responses to participants. 
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CHAPTER 4: PHASE I, QUANTITATIVE ANALYSIS 
Methods and Procedure 
The purpose of this study was to examine how liberal arts graduates’ 
make connections between their undergraduate educational experiences and 
their experiences in the workplace.   The study further examined whether 
demographic variables such as the undergraduate domain of study affected 
these connections.  
Variables in the Quantitative Analysis 
The research question in the quantitative phase “Is there an 
association among liberal arts graduates’ perceived importance, academic 
preparation, and employer-attributed value of critical skills in the workplace 
and are there academic program differences in these associations?” 
determined the set of variables for Phase I of the study.  The core factors 
outlined in the research question, i.e., perceived importance, academic 
preparation, and employer-attributed value of critical skills, were considered 
ordinal variables (i.e., Likert scale data). Participants’ classification in one of 
the five domains of study, i.e., humanities, STEM, natural sciences, social 
sciences, and professional studies, was considered a nominal variable.   The 
researcher used the participant academic domain of study as a grouping 
variable in the correlation analysis (see Table 4.1).  
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Table 4.1 - Description of Variables 
Variable Description 
Critical Skill 
One of eight critical skills as defined by the LEAP 
framework: Critical Thinking, Creative Thinking, 
Written and Oral Communication, Information 
Literacy, Problem Solving, Teamwork, and 
Quantitative Literacy 
 
Importance Participants’ perceived importance of a critical skill 
used in the workplace. Ordinal variable. 
 
Preparation Participants’ perceived academic preparedness in 
the critical skill. Ordinal variable. 
 
Employer value Participants’ perceived employer-attributed value of 
the critical skill. Ordinal variable. 
 
Academic domain 
A super-descriptor mapping participants’ academic 
major. Nominal grouping variable. See Appendix F-
1 
 
 
Instrument 
The researcher developed the survey items based on three ordinal 
variables described above: “importance”, “preparation”, and “employer value”. 
These items formed three 5-point Likert-type scales.  Other items on the 
survey were of different formats:  multiple choice, asking for one or all that 
apply, and “Yes” and “No” ratings for dichotomous answers (see Appendix D-
1).   
The first section of the survey asked questions related to participants’ 
education and employment background.  It included the selection questions 
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related to participants’ college of attendance, degree earned, a program of 
study, employment status, and current occupation.  The survey categorized 
the latter two items, a program of study and employment status, into the two 
super-descriptors variables: “academic domain” and “industry sector”.  As 
introduced in Table 4.1, the researcher used the academic domain as a 
variable in the further analysis of the quantitative research question.   
The second section of the survey consisted of two parts.  The first part 
measured the participants’ perceived importance, preparation, and employer 
value for each of the eight skills 1) critical thinking, 2) creative thinking, 3) 
written communication, 4) information literacy, 5) problem solving, 6) 
teamwork, 7) quantitative literacy, and 8) oral communication.  The first item, 
“importance” measured on a 5-point Likert scale from “Not at all important” 
to “Extremely important” and provided the data of how important use of the 
skill was within the participants’ job responsibilities.    The second item, 
“academic preparedness”, measured on a 5-point Likert scale from “Did not 
contribute” to “Completely contributed” and provided the data on how well 
the participants’ academic experiences in college contributed to their 
development of the critical skill.   The final scale item, “employer value”, 
measured on a 5-point Likert scale from “Does not value” to “Completely 
values” and provided data to indicate how highly a participants’ employer 
values the skill.   
 56 
The second part of the second section asked participants to respond to 
three six-point, Likert-scale collective statement questions scored from 
“Strongly disagree” to “Strongly agree”, and one question regarding 
performance assessment. The question, “I feel that my undergraduate 
educational experiences prepared me with the skills to be successful in the 
workplace”, provided an indicator on how well participants’ felt their 
academic experiences developed the skills necessary to be successful in the 
workplace.  The question “I feel successful in my job” allowed participants to 
indicate the level of confidence in their current contribution to the workforce.   
The question “I feel I have the skills necessary to be successful in my career”, 
indicates participants’ belief they have the skills necessary for success in 
their future careers.  For the final question of the second section, the survey 
asked participants on which of the eight critical skills did their employer 
assess them as part of an annual review or job performance appraisal.  
Demographic questions comprised the third and final section of the 
survey.  The questions provided a year of birth, gender, citizenship, 
race/ethnicity and geographic location.  The last question invited participants’ 
to the second phase of the study: A 30–45 minute interview about their job 
experiences.  The survey conditionally presented the last question to 
participants who indicated earning a Bachelor of Arts degree and being 
employed full-time.  
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Pilot Survey Administration 
The survey instrument was pilot tested on approximately 170 
randomly selected graduates from the Boston University College of Arts and 
Sciences.   The goal of the pilot study was to validate the instrument and to 
test its reliability.  The researcher excluded pilot participant data from the 
subsequent major study.   
Internal consistency reliability.  The researcher conducted an internal 
consistency reliability analysis on the collected pilot survey data using 
Cronbach’s alpha.   All scales demonstrated a high level of internal 
consistency.    
Quantitative Data Collection 
Sampling 
For the purpose of the first, quantitative phase of the study, simple 
random sampling (Dillman, Christian, & Smyth, 2014) was employed, which 
implies that each member of the population (i.e., graduates of LEAP Campus 
Action Network institutions) was given an equal chance of being included, 
members were selected randomly, and their selection was independent of one 
another.   Recruiting of participants occurred though an introduction by 
AAC&U Chief of Staff, Bethany Zecher Sutton to approximately 360 
institutional member institutions of the LEAP Campus Action Network.   Of 
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this number, six institutions agreed to email the survey to graduates on the 
condition that their institution remain anonymous.  
Survey Administration 
For the quantitative phase of the study, a cross-sectional survey design 
was used which implies the data would be collected at one specific point- or 
over a short period of time (Levin, 2006).   The survey questionnaire was web-
based and accessed through a secure URL sent to all participants identified 
by the LEAP Campus Action Network participating institutions.  The survey 
integrated an informed consent form as part of the introductory page (see 
Appendix B).   As detailed in the consent form, by beginning the survey, 
participants agreed to participate in this research, with the knowledge they 
were free to withdraw from the survey at any time.    
The data collection took place between February 24 and April 21, 2015.  
The procedure was complicated by having to manage multiple survey 
deployments, one deployment by each of the six participating institutions.  
Multiple deployment was necessary to assure participating institutions could 
preserve the confidentiality of their mailing lists and utilize their established 
communication technology.  To ensure that alumni from the six participating 
institutions received identical instruction regarding the nature of the study, 
the researcher provided survey recruitment guidelines to the participating 
institutions (see Appendix F).  The guidelines provided an e-mail script and 
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the survey URL to send to participants.  To assess response rate, the 
researcher asked institutions to report the total number of participants 
selected to receive the survey e-mail and the number of “bounced” e-mail 
responses they received.   
 In order to boost response rates, the study employed three methods 
shown to, collectively, increase online survey responses (Nulty, 2008).  The 
methods were (1) two follow up reminder e-mails, spaced one week apart, to 
non-respondents; (2) repeat reminder emails to institutions who controlled 
access to participants; (3) incentives to participants in the form of four $100 
Amazon gift certificates awarded through a lottery.    
In total, the participating schools sent the survey to 3491 graduates of 
the participating institutions of which 333 responded; a response rate of 9.5%.   
Table 4.2 provides a breakdown of responding participants per institution 
Carnegie classification.    
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Table 4.2 - Survey Response Rate by Carnegie Classification 
Carnegie  
Classification 
Number of 
institutions  
(N=6) 
Eligible 
population 
(N=3491) 
Started  
the survey 
(N=328) 
Response 
rate 
(9.4%) 
Balanced arts & 
sciences/professions, 
some graduate 
coexistence 
(Bal/SGC) 
 
3 2069 171 8.3% 
Arts & sciences 
focus, no graduate 
coexistence 
(A&S-F/NGC) 
 
1 359 61 17.0% 
Professions plus 
arts & sciences, 
high graduate 
coexistence 
(Prof+A&S/HGC) 
 
1 595 69 11.6% 
Arts & sciences 
focus, some 
graduate 
coexistence 
(A&S-F/SGC) 
1 468 28 6.0% 
 
Quantitative Data Analysis 
Participant Groups in the Quantitative Analysis 
To answer the research question for this phase “Are there differences 
in the associations among liberal arts graduates’ perceived importance, 
academic preparation, and employer-attributed value of critical skills in the 
workplace based on academic domain?” the participants were organized into 
four academic domains on the basis of their undergraduate major.  The 
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domain groups were: (1) students who majored in the humanities, i.e., 
English, Literature, Languages, Philosophy, etc. (Humanities Group) (n=117) 
(2) students who majored in either mathematics, computing, or the natural 
sciences, i.e., Biology, Chemistry, Neuroscience, etc. (STEM Group) (n=102); 
(3) students who majored in the social sciences, i.e., Economics, History, 
Psychology, etc. (Social Science Group) (n=110); and (4) students in 
professional studies, i.e., Business, health professions, Public Administration, 
etc. (Professional Studies) (n=72).  For the Humanities, STEM, and Social 
Science groups, the researcher used the Boston University College of Arts & 
Sciences Divisional Studies Program as a guide in mapping participants’ 
major to academic domain (Boston University, 2015).       
Survey Attrition  
 Attrition bias can occur due to a participant’s decision to discontinue 
their involvement in a survey (Jupp, 2006). Analysis of the Section Two 
survey results revealed seven points of participant attrition. Of the 328 
participants who began the survey, 54 were from A&S-F/NGC Carnegie 
classification type, 27 from the A&S-F/SGC classification type, 174 from the 
Bal/SGC classification type, and 73 from the Prof_A&S/HGC classification 
type.  A chi-square goodness-of-fit test was conducted to determine whether 
participants recruited to the study had the same proportion of Carnegie 
classifications as those in the general population between the start of the 
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data collection (Q10, Q11, Q12) to the final attrition point (Q31, Q32, Q33).   
As shown in Table 4.3, the chi-square goodness-of-fit test indicated that the 
four classification types were not similarly distributed in the participants 
recruited to the study as the general population (X2(2)=12.9264, p=.0048). 
Stepwise comparison of the seven attrition points demonstrated a consistent 
ratio between classification types from attrition points one through four (p 
> .05) and attrition points five through eight (p > .05) (See Appendix F).      
 
Table 4.3-Survey attrition 
Classification 
(Obs.) n1 but not n8 n8 & n1 Total 
A&S-F/NGC 9 45 54 
A&S-F/SGC 1 26 27 
Bal/SGC 8 166 174 
Prof+A&S/HGC 2 71 73 
Total 20 308 328 
Classification 
(Exp.) 
A&S-F/NGC 3.2927 50.7073 54 
A&S-F/SGC 1.6463 25.3537 27 
Bal/SGC 10.6098 163.3902 174 
Prof+A&S/HGC 4.4512 68.5488 73 
Total 20 308 328 
Pearson Sq. Res. 
A&S-F/NGC 9.8927 0.6424 
A&S-F/SGC 0.2537 0.0165 
Bal/SGC 0.6419 0.0417 
Prof+A&S/HGC 1.3498 0.0877 
    
chi-square 12.9264 
p-value     0.0048 
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Reliability Analysis 
In quantitative research, reliability refers to the accuracy and 
precision of a measurement procedure (Thorndike, 1991).  The reliability 
analysis of the scale items in the survey instrument included item descriptive 
statistics and frequency distributions, and internal consistency reliability.   
Internal Consistency Reliability 
Cronbach’s alpha.  This measure provided an estimate of the internal 
consistency of the instrument scores from a single administration.   A 
multidimensional test was required; one Cronbach’s test per skill factor, 
three survey items per factor.   For all scales, the coefficient alpha ranged 
between .702 and .824 (see Table 4.4), indicating a high internal consistency 
reliability of the items on the survey instrument.   
 
Table 4.4-Cronbach's Alpha 
 
Critical Skill (Factor) Survey Items 
Cronbach’s Alpha  
Based on Standardized 
Items 
Critical Thinking Q10, Q11, Q12 .760 
Creative Thinking Q13, Q14, Q15 .783 
Written Communication Q16, Q17, Q18 .823 
Information Literacy Q19, Q20, Q21 .781 
Problem Solving Q22, Q23, Q24 .727 
Teamwork Q25, Q26, Q27 .702 
Quantitative Literacy Q28, Q29, Q30 .824 
Oral communication Q31, Q32, Q33 .754 
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Validity 
In quantitative research, validity is the degree to which the study 
accurately reflects or assesses the specific concept the researcher is 
attempting to measure (Gay, Mills, & Airasian, 2006).  For this study, the 
content validity of the survey instrument was established.  The researcher 
was unable to establish the criterion-related validity of this self-designed 
survey, which requires relating its performance to a second measure or test, 
demonstrated to be valid (Gay, Mills, & Airasian, 2006). Despite efforts, the 
researcher was unable to find a comparable instrument measuring the 
specific construct, i.e., graduates of liberal education programs attitudes of 
critical skills applied in the workplace.  
Content Validity 
 Content validity is the degree to which an instrument logically appears 
to measure an intended variable, most often by relying on the knowledge of 
people who are familiar with the variable being measured (Fraenkel & 
Wallen, 2014).  The researcher established the content validity of the survey 
instrument prior to deployment.  A group of Educational Leadership & Policy 
Studies professionals inspected the content of the survey questions and 
wording of the items.  Individual briefings were held to discuss if the survey 
items appeared relevant to the subject the questions were designed to collect 
the information about, and if the instrument was well designed. Based on 
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this feedback, the researcher made some changes to the wording of selected 
items and in the survey format.  
Quantitative Results 
Participant Education and Employment Characteristics 
 The researcher examined the pool of participants based on the 
following characteristics:  Institution attended type, Carnegie classification, 
degree type, academic domain, and industry sector.  Table 4.5 summarizes 
the education and employment information. 
Institution type attended. The participants were nearly evenly 
distributed between four-year private and four-year public institutions 
(51.1% vs. 48.9%). 
Degree type.  Participants fell into three categories: Bachelor of Arts 
(52.6%), Bachelor of Science (45.6%), and Other Degree (1.8%). 
Carnegie classification of institution. All participants reported the 
name of their undergraduate institution attended (N=328); number of 
institutions (N=6).  The researcher coded all institutions by Carnegie 
classification. The majority of participants attended an institution classified 
as a balanced arts & sciences/professions, some graduate coexistence (52.0%), 
followed by a professions plus arts & sciences, high graduate coexistence 
(21.0%), arts & sciences focus, no graduate coexistence (18.5%) and lastly arts 
& sciences focus, some graduate coexistence (8.5%). 
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Academic domain.  A large percentage of participants (97%) reported 
their academic major (N=318).  As discussed in the methods section, the 
researcher coded participants’ academic major to a super-domain guided by 
the Boston University principal divisional studies standard (Boston 
University, 2015).  The researcher further combined the divisional studies of 
natural sciences and mathematics and computer into the domain category 
STEM.  The majority of participants were in the humanities (29.3%), followed 
by the social sciences (27.6%), STEM (21.0%), and professional studies 
(18.0%). 
Industry sector:  The researcher coded participants’ occupation to a 
super-domain guided by the Department of Labor occupation tables (see 
Appendix E-2).  Approximately one quarter of the participants were in 
education professions (25.9%), followed by the business and health 
professions (17.4%), administrative and service related professions (15.9%), 
technology and engineering (7.0%), and arts, media and design professions 
(6.4%) 
To summarize, survey participants were equally likely to have 
attended a private or public institution, were slightly more likely to have 
completed a Bachelor of Arts over a Bachelor of Science degree, and most 
attended an institution with a balanced of arts & sciences/professions, with 
some graduate coexistence.  
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Table 4.5-Participant Education and Employment Characteristics 
Survey participants N=328 % of sample 
Institution type   
4yr-private 168 51.1 
4yr-public 160 48.9 
Degree type   
Bachelor of arts 173 52.6 
Bachelor of science 150 45.6 
Other degree 5 1.8 
Carnegie classification*   
A&S-F/NGC 61 18.5 
A&S-F/SGC 28 8.5 
Bal/SGC 171 52.0 
Prof+A&S/HGC 69 21.0 
Academic domain   
Humanities 103 31.4 
STEM 65 19.8 
Social sciences 84 25.6 
Professional studies 66 20.1 
Not Classified/Unreported 10 3.1 
Industry sector   
Business/management/sales 57 17.4 
Health care/social services 57 17.4 
Technology/engineering 23 7.0 
Administrative & service related 52 15.9 
Education 85 25.9 
Arts/media/design 21 6.4 
Other  33 10.0 
 
  
*Carnegie classification 
A&S-F/NGC:      Arts & sciences focus, no graduate coexistence 
A&S-F/SGC:       Arts & sciences focus, some graduate coexistence 
Bal/SGC:             Balanced arts & sciences/professions, some graduate coexistence 
Prof+A&S/HGC: Professions plus arts & sciences, high graduate coexistence 
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Collective statements.  A total of 307 participants responded.  
Participants mostly agreed that, overall, their undergraduate educational 
experiences prepared them with the skills to be successful in the work place 
(89.5%); that they felt successful in their job (94.5%); and that they had the 
necessary skills to be successful in their career (92.6%).  A summary of the 
collective statement responses is in Table 4.6.   
 
Table 4.6- Participant summary of collective statements 
N=307  
(%) 
Strongly 
disagree 
Mod. 
disagree 
Slightly 
disagree 
Slightly 
agree 
Mod.  
agree 
Strongly 
agree 
I feel that my 
undergraduate 
educational 
experiences 
prepared me with 
the skills to be 
successful in the 
workplace. 
M (4.88), SD (1.114) 
 
8  
(2.6%) 
5  
(1.6%) 
19  
(6.2%) 
52  
(16.9%) 
122  
(39.7%) 
101  
(32.9%) 
I feel successful in 
my job 
M (5.16) SD (.994) 
 
2  
(0.7%) 
6  
(2.0%) 
12  
(3.9%) 
39  
(12.7%) 
111  
(36.2%) 
137  
(44.6%) 
I feel I have the 
skills necessary to 
be successful in my 
career. 
M (5.16), SD (1.080) 
4  
(1.3%) 
9  
(2.9%) 
10  
(3.3%) 
34  
(11.1%) 
104  
(33.9%) 
146  
(47.6%) 
 
Employer skill assessment in job performance.  Over fifty-percent of 
respondents indicated employer assessment in skill areas of problem solving 
(73.6%), written communications (73.6%), teamwork (69.6%), critical thinking 
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(63.8%), and creative thinking (51.7%), as part of an annual review or job 
performance appraisal.  A summary of the skill assessment responses is in 
Table 4.7.  
Table 4.7-Employer skill assessment in job performance 
Skill 
N=307 
Assessed by employer 
(N)(%) 
 
Problem solving 226 (73.6%) 
Written communication 226 (73.6%) 
Teamwork 212 (69.6%) 
Oral communication 210 (68.4%) 
Critical thinking 196 (63.8%) 
Creative thinking 159 (51.7%) 
Information literacy 138 (44.9%) 
Quantitative literacy 85 (27.0%) 
No annual assessment  37 (9.3%) 
 
Participant Demographic Information 
 The final section of the survey asked for participant demographic 
information: Year of birth and gender.   A total of 296 participants responded.  
Demographic information is in Table 4.8. 
 Age.  Participants fell into two age categories: (1) 23 to 27 years 
(89.2%), and (2) over 28 years (10.4%).   The mean was 25.7, a standard 
deviation of 4.1.   
Gender.  There were more female participants than male (67.6% vs 
32.4%)  
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Table 4.8- Participant demographic information 
      N=296 Overall 
Age in years M (SD) 25.7 (4.1) 
Age category N (%)  
23 to 27 264 (89.2) 
Over 28 31 (10.4) 
Not Reported 1 (< 0.1) 
Gender N (%)  
Female 200 (67.6)  
Male 96 (32.4) 
 
Association Analysis  
 To answer the first research question for the quantitative phase of the 
study “Is there an association among liberal arts graduates’ perceived 
importance, academic preparation, and employer-attributed value of critical 
skills in the workplace?” a Spearman's rank-order correlation was performed 
to assess the relationships among graduates’ perceived importance, academic 
preparation and employer value for each of the eight critical skills.   
Preliminary analysis showed the relationships among importance, academic 
preparedness and employer value scores in all eight critical skills to be 
monotonic4, as assessed by visual inspection of a scatterplot.   
As seen in Table 4.9, with the exception of the Teamwork skill, seven 
of the eight skills demonstrated a moderate positive correlation between 
                                                           
4 One of the assumptions about the data when choosing to use a Spearman’s correlation 
is that a monotonic relationship exists between the two variables.  A monotonic 
relationship is a relationship that does one of the following (a) as the value of one 
variable increases, so does the value of the other variable; or (b) as the value of one 
variable increases, the other variable value decreases (Lund & Lund, 2016). 
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perceived academic preparedness and skill importance in the workplace 
(rs(98) > .30); and a moderate positive correlation between perceived 
academic preparedness and employer value of the critical skill (rs(98) > .30).  
Teamwork demonstrated a weak positive correlation between perceived 
academic preparedness and skill importance in the workplace (rs(98) = .279); 
and a weak positive correlation between perceived academic preparedness 
and employer value of the skill (rs(98) = .247).  All skills had a strong positive 
correlation between perceived employer value of the critical skill and the 
importance of the skill in the workplace (rs(98) > .50). 
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Table 4.9- Correlation between importance, academic preparation, and employer value of critical 
skills in the workplace. 
Variable Variable N= 
Correlation 
coefficient, 
significance 
Strength of 
relationship 
Critical thinking, academic 
preparedness 
Critical thinking, 
importance of skill 
328 rs(98)=.378, p<.001 Moderate 
Critical thinking, academic 
preparedness 
Critical thinking, 
employer value 
328 rs(98)=.326, p<.001 Moderate 
Critical thinking, employer 
value 
Critical thinking, 
importance of skill 
328 rs(98)=.733, p<.001 Strong 
Creative thinking, academic 
preparedness 
Creative thinking, 
importance of skill 
323 rs(98)=.413, p<.001 Moderate 
Creative thinking, academic 
preparedness 
Creative thinking, 
employer value 
323 rs(98)=.416, p<.001 Moderate 
Creative thinking, employer 
value 
Creative thinking, 
importance of skill 
323 rs(98)=.813, p<.001 Strong 
Written communication, 
academic preparedness 
Written communication, 
importance of skill 
321 rs(98)=.375, p<.001 Moderate 
Written communication, 
academic preparedness 
Written communication, 
employer value 
321 rs(98)=.321, p<.001 Moderate 
Written communication, 
employer value 
Written communication, 
importance of skill 
321 rs(98)=.837, p<.001 Strong 
Information literacy, academic 
preparedness 
Information literacy, 
importance of skill 
318 rs(98)=.354, p<.001 Moderate 
Information literacy, academic 
preparedness 
Information literacy, 
employer value 
318 rs(98)=.362, p<.001 Moderate 
Information literacy, employer 
value 
Information literacy, 
importance of skill 
318 rs(98)=.814, p<.001 Strong 
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Variable Variable N= Correlation 
coefficient, 
Strength of 
relationship Problem solving, academic 
preparedness 
Problem solving, 
importance of skill 
313 rs(98)=.304, p<.001 Moderate 
Problem solving, academic 
preparedness 
Problem solving, employer 
value 
313 rs(98)=.310, p<.001 Moderate 
Problem solving, employer 
value 
Problem solving, 
importance of skill 
313 rs(98)=.761, p<.001 Strong 
Teamwork, academic 
preparedness 
Teamwork, importance of 
skill 
312 rs(98)=.279, p<.001 Weak 
Teamwork, academic 
preparedness 
Teamwork, employer 
value 
312 rs(98)=.247, p<.001 Weak 
Teamwork, employer value 
Teamwork, importance of 
skill 
312 rs(98)=.805, p<.001 Strong 
Quantitative literacy, 
academic preparedness 
Quantitative literacy, 
importance of skill 
310 rs(98)=.497, p<.001 Moderate 
Quantitative literacy, 
academic preparedness 
Quantitative literacy, 
employer value 
310 rs(98)=.470, p<.001 Moderate 
Quantitative literacy, 
employer value 
Quantitative literacy, 
importance of skill 
310 rs(98)=.873, p<.001 Strong 
Oral communication, academic 
preparedness 
Oral communication, 
importance of skill 
308 rs(98)=.359, p<.001 Moderate 
Oral communication, academic 
preparedness 
Oral communication, 
employer value 
308 rs(98)=.389, p<.001 Moderate 
Oral communication, employer 
value 
Oral communication, 
importance of skill 
308 rs(98)=.789, p<.001 Strong 
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To answer the second research question for the quantitative phase of 
the study “Are there differences in the associations among liberal arts 
graduates’ perceived importance, academic preparation, and employer value 
of critical skills in the workplace based on academic domain?” a chi-square 
test for association was conducted between the academic domain group 
variable and the variables for graduates’ perceived importance, academic 
preparation, and employer importance for each of the eight critical skills; a 
total of 24 measures. 
 As shown in Table 4.10, the overall analysis yielded a statistically 
significant relationship in nine of the twenty-four measures based on 
academic domain.  A Cramer’s V test provided a measure of strength of 
association.   Five of the nine statistically significant relationships based on 
academic domain, demonstrated weak associations: “importance of critical 
thinking skills” (ϕ= .180, p <.0001), “importance of quantitative literacy 
skills” (ϕ= .192, p <.0001), “academic preparedness in quantitative literacy 
skills” (ϕ= .174, p =.001), “importance of oral communication skills” (ϕ= .167, 
p =.003), and “importance of teamwork skills” (ϕ= .167, p =.003).   Four of the 
nine statistically significant relationships based on academic domain 
demonstrated very weak associations: “academic preparation of teamwork 
skills” (ϕ= .147, p =.021), “employer value of critical thinking skills” (ϕ= .140, 
p =.028), “employer value of teamwork skills” (ϕ= .143, p =.029), and 
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“importance of creative thinking skills” (ϕ= .140, p =.032). 
 The researcher determined experiment level significance by use of the 
Holm-Bonferroni procedure (Holm, 1979).  Statistical significance was set at 
P < 0.05.  Based on results of the Holm-Bonferroni, five of the nine academic 
domain relationships demonstrated significance: “importance of quantitative 
literacy skills” (P < .0001, adj. α=0.0055), “importance of critical thinking 
skills” (P<.0001, adj. α=0.0062), “academic preparedness in quantitative 
literacy skills” (P=.001, adj. α=0.0071), “importance of oral communication 
skills” (P=.003, adj. α=0.0083), and “importance of teamwork skills” (P=003, 
adj. α=0.0010). 
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             Table 4.10-Association between Importance, Academic preparedness, and Employer value of  
critical skills 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Measure (Group) Chi-Square, Significance 
Cramer’s V 
(Strength of Association) 
Holm-Bonferroni 
(*- Sig.) 
Importance of quantitative 
literacy  
skills in the workplace 
 
Χ
2(9)=33.056, P <. 0001 ϕ= .192, P <.0001 (Weak) adj. α=0.0055* 
Importance of critical thinking  
skills in the workplace 
 
Χ2(9)=30.670, P < .0001 ϕ= .180, P <.0001 (Weak) adj. α=0.0062* 
Academic preparedness in  
quantitative literacy skills  
 
Χ
2(9)=27.100, P  = .001 ϕ= .174, P =.001 (Weak) adj. α=0.0071* 
Importance of oral communication  
skills in the workplace 
 
Χ
2(9)=24.950, P  = .003 ϕ= .167, P =.003 (Weak) adj. α=0.0083* 
Importance of teamwork  
skills in the workplace  
 
Χ
2(9)=25.171, P  = .003 ϕ= .167, P =.003 (Weak) adj. α=0.0100* 
Academic preparation of  
teamwork skills 
 
Χ
2(9)=19.541, P  = .021 ϕ= .147, P =.021 (Very Weak) adj. α=0.0125 
Employer value of critical  
thinking skills 
 
Χ
2(9)=18.665, P  = .028 ϕ= .140, P =.028 (Very Weak) adj. α=0.0166 
Employer value of teamwork  
skills  
 
Χ
2(9)=18.583, P  = .028 ϕ= .143, P =.029 (Very Weak) adj. α=0.0250 
Importance of creative thinking  
skills in the workplace 
Χ
2(9)=18.330, P  = .032 ϕ= .140, P =.032 (Very Weak) adj. α=0.0500 
 77 
Of the five experiment-level significant relationships within the 
Academic Domain group, a post-hoc contingency table analysis was 
performed (Beasley & Schumacker, 1995; Garcia-Perez & Nunex-Anton, 
2003).  The researcher used an adjusted Bonferroni with statistical 
significance accepted at the p < .0031 level.  The post-hoc results presented in 
Table 4.11 produced the chi-square value demonstrating the statistical 
significance for each of the four academic domains. Participants from the 
professional studies group were more likely to view use of critical thinking 
skills as important (Χ2(1)=20.070,  P < .0001), as well as  importance of 
teamwork skills (Χ2(1)=16.810,  P < .0001).    Participants in the STEM group 
considered quantitative literacy skills to be extremely important in the 
workplace (Χ2(1)=14.516,  P = .0001).  Humanities majors were less likely to 
view quantitative literacy skills as important in the workplace (Χ2(1)=12.461,  
P = .0004); less likely to view oral communication skills important in the 
workplace (Χ2(1)=9.923,  P = .0016); and less likely to have felt academically 
prepared in quantitative literacy (Χ2(1)=10.049,  P = .0015). 
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Table 4.11 Post Hoc Contingency Table Analysis-Academic Domain 
Academic Domain * 
Factor 
Category 
Adjusted 
Standardized 
Residual 
Chi-Square, 
Significance  
(adj. p <.0031*) 
Professional Studies *  
Importance of Critical 
Thinking skills  
in the workplace 
 
Very Important z= 4.48 Χ2(1)=20.070, 
P < .0001* 
 
STEM *  
Importance of 
Quantitative Literacy  
in the workplace 
 
Extremely 
Important 
z= 3.81 Χ2(1)=14.516, 
P = .0001* 
Humanities * 
Importance of 
Quantitative Literacy  
in the workplace 
 
Not at all or 
slightly 
important 
z= 3.53 Χ2(1)=12.461, 
P = .0004* 
Humanities *  
Importance of Oral 
communication  
in the workplace 
 
Not at all or 
slightly 
important 
z= 3.15 Χ2(1)=9.923, 
P =.0016* 
Humanities * 
Academic preparedness 
in Quantitative Literacy 
Not at all or 
slightly prepared 
z= 3.17 Χ2(1)=10.049, 
P = .0015* 
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Summary of Quantitative Results 
Guiding Research Question 
What is the association (if any) among liberal arts graduates’ perceived 
importance, academic preparation, and employer-attributed value of critical 
skills in the workplace and are there academic program differences in these 
associations? 
Research Sub-question One 
Is there an association among graduates perceived importance, 
academic preparation, and employer-attributed value of critical skills in the 
workplace?  
Based on the results of the analysis, with the exception of the 
Teamwork skill, seven of the eight skills demonstrated a moderate positive 
correlation between perceived academic preparedness and skill importance in 
the workplace, and a moderate positive correlation between perceived 
academic preparedness and employer value of the critical skill.  Teamwork 
demonstrated a weak positive correlation between perceived academic 
preparedness and skill importance in the workplace and a weak positive 
correlation between perceived academic preparedness and employer value of 
the skill.  All skills had a strong positive correlation between perceived 
employer value of the critical skill and the importance of the skill in the 
workplace. 
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Research Sub-question Two 
Are there differences among graduates’ perceived importance, 
academic preparation, and employer value of critical skills in the workplace 
based on a participant’s undergraduate major?   
Participants from the professional studies group were more likely than 
other groups to view critical thinking skills as important, as well as 
recognizing the extreme importance of teamwork skills.    Participants in the 
STEM group considered quantitative literacy skills to be extremely important 
in the workplace.  Humanities majors were less likely than other groups to 
view quantitative literacy skills as important in the workplace; less likely 
than other groups to feel academically prepared in quantitative literacy, and 
less likely than other groups to view oral communication skills as important 
in the workplace. 
The next chapter will present and analyze the qualitative data 
obtained from the twelve-question, open-ended interview protocol developed 
for this study. 
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CHAPTER 5: PHASE II, QUALITATIVE ANALYSIS 
Methods and Procedure 
Connecting Quantitative and Qualitative Data in Mixed Methods Design 
The second, qualitative, design phase in the study focused on exploring 
the results from the statistical test obtained in the first, quantitative, phase.  
Informed by the results of the first, quantitative phase, the researcher 
selected participants for the second qualitative phase, and integrated the 
results of the two phases during the outcome analysis of the entire study 
(Creswell, 2014).   
Case Selection  
 In mixed methods sequential design, case selection is the first 
connecting point between the qualitative and quantitative phases of the 
study (Hanson, Creswell, Plano Clark, & Peska, 2005).  In this study, the 
researcher used a two-stage selection procedure.   Using the demographic 
analysis function of SPSS, the researcher determined the proportion of 
survey participants within the Carnegie classification who indicated interest 
in participating in a second phase of the study (see Table 5.1).  
  
 82 
Table 5.1- Participants per Group (Carnegie Classification) 
Group* 
Total 
Interested 
Sent Recruitment  
e-mail 
Confirmed 
 
A&S-F/NGC 
 
61 
 
 
8 
 
1 
A&S-F/SGC 28 
 
4 1 
Bal/SGC 160 
 
32 11 
Prof+A&S/HGC 69 11 3 
 
 Based on the interested group totals, the researcher sent an e-mail to 
56 participants.  The e-mail included recruitment information and a copy of 
the informed consent form.  Sixteen individuals agreed to participate. In the 
second stage of the case selection procedure, the researcher purposefully 
selected participants from each group using a maximum variation sampling 
strategy (Patton, 1990).  This procedure involved identifying variable 
characteristics, e.g., gender, institution type, academic domain, and job 
industry, and selecting the participants to best represent the diversity of each 
characteristic.  As a result, the researcher selected two males and six female 
participants differentiating on characteristics such as institution type, 
academic domain, and job industry, which allowed for preserving multiple 
*Carnegie classification 
A&S-F/NGC:     Arts & sciences focus, no graduate coexistence 
A&S-F/SGC:      Arts & sciences focus, some graduate coexistence 
Bal/SGC:            Balanced arts & sciences/professions, some graduate coexistence                  
Prof+A&S/HGC: Professions plus arts & sciences, high graduate coexistence 
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perspectives (see Table 5.2).  After the interviews, the participants received a 
copy of the interview transcription, a “thank you” note, and a $25 gift 
certificate to Amazon.com. 
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Table 5.2-Individuals Selected for Case Study Analysis 
 Carnegie Classification 
 A&S- 
F/NGC 
A&S- 
F/SGC 
Bal/SGC 
Prof+ 
A&S/HGC 
 (Charisa) (Kara) (Lois) (Roger) (Georgia) (Donna) (Janet) (Jack) 
Gender Female Female Female Male Female Female Female 
 
Male 
 
Institution 
type 
Private Public Private Public Public Public Public 
 
Public 
 
Academic 
domain* 
HU HU PS STEM SS PS HU 
 
HU 
 
Industry Business Conservation Business Service Finance Business Education 
 
Technology 
 
 
*Academic domain 
HU=Humanities 
STEM =Science, Technology, Engineering, & Mathematics 
SS=Social Sciences 
PS=Professional Studies
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Interview Protocol Development 
The researcher developed the interview protocol to explore in depth 
and elaborate on individual competencies framed by the VALUE rubrics (See 
Appendix A).   Adhering to the format of mixed methods sequential design, 
the results of the statistical analyses from the first phase of the study 
influenced the content of the questions in the interview protocol.  
The interview protocol included twelve open-ended questions.  Two 
initial questions allowed participants to describe details of their employment 
and provided a foundation for the continued discussion of competencies and 
perceptions in their daily work experiences (Merriam, 1998).  Three questions 
focused on information literacy and problem solving, with the goal to probe 
the participants to link any mentioned competency to their experiences as 
liberal arts majors.  The next question focused on written and oral 
communication.  The question on critical thinking focused on how 
participants approach complex tasks in the workplace.  The item on creative 
thinking encouraged participants to think about imaginative ways they have 
approached their work.    The question on quantitative literacy delved 
specifically into the participants’ work experience with numerical data.  The 
question on teamwork investigated links between participants’ teamwork 
experience in the workplace and connections to their experiences as liberal 
arts majors.  
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The final question in the interview protocol asked participants, from 
their perspective as a graduate of a liberal arts program, how they felt their 
organization expected or valued an appreciation for the liberal arts in its 
employees.  The interview protocol was pilot tested (Maxwell, 2005) on three 
participants who had also participated in the pilot of the survey instrument. 
Two participants were Bachelor of Arts graduates of a private, 4-year, 
university with a Carnegie Classification of balanced arts & 
sciences/professions, high graduate coexistence (Bal/HGC). The third 
participant was a Bachelor of Arts graduate of a public, 4-year university 
with a Carnegie Classification of Arts & sciences plus professions, high 
graduate coexistence (A&S+Prof/HGC).  Based on the analysis of the pilot 
interviews, the researcher revised the protocol. The next section of the study 
discusses the interview revisions, following the description of one of the pilot 
study participants.   
Pilot Study 
The interview protocol was pilot tested on three participants.  Of these 
participants, Kimberly fell into the most typical Carnegie classification 
response category: A&S+Prof/HGC.  Kimberly graduated in 2012 with a BA 
in mathematics and additional course work towards a minor in public health.   
She works as a quantitative analyst for an in-house investment office within 
a consulting firm.  She has been with the company for approximately 13 
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months.  Her department performs investment activities for employees as a 
service benefit of the company.   Her team, the investment team, consists of 
three people, which support a single portfolio manager assisting in his 
investment strategies and research.    
Kimberly demonstrates her work to her employer informally.  Her 
team uses “a lot of oral communication” when meeting with management on 
a weekly basis to review what work has been completed, and to set the goals 
for the upcoming week.  She is encouraged by her management to e-mail or 
“knock on [the] door” and ask questions as the need arises.  Kimberly’s 
company has only recently started to develop a performance review process.    
While her company does conduct annual reviews tied to promotions, there are 
no standard guidelines in place for setting performance goals in advance.  
Kimberly is one of the several new employees that are part of an expanding 
company initiative called “the junior analyst program.”  Due to the increased 
hiring of some junior analysts, her company is working on developing formal 
guidelines to hold all analysts to the same performance standards.   
Kimberly lists basic math, statistical analysis, and working knowledge 
of Excel as specific skills she uses to perform her daily tasks.  She is thankful 
for a required computer-programming course she took in college feeling that 
basic-level computer-programming skills are important for her job, as well as 
for previous positions she has held: 
 88 
I was a bank examiner […] doing state regulation and bank auditing. 
And I noticed there too that it seemed that employers really expect you 
to have a base understanding of what a programming language is and 
maybe basic syntax to use one. And I had taken one course in college, 
and I thank every day the stars that I decided to take that, and it was 
a requirement because I have no idea how I would do anything if I 
were starting from scratch. 
 
Kimberly’s approach to locating information involves sifting through 
many different financial data web-based services, taking notes and, based on 
an evaluation of the data, prioritizing the information for her management: 
“…this is where the liberal arts side comes in…making sure everything is 
succinct and clear for my boss because he doesn’t want to read through a ton 
of notes.”   Kimberly feels this type of information gathering process is “pretty 
basic” in her job responsibilities.  
Kimberly is very motivated to demonstrate continued skill 
improvement to her management.   When assigned an unexpected project 
where she “did not feel prepared to turn around very quickly”, Kimberly took 
it on as a personal challenge by her boss. “He doesn’t expect that I’ll get this 
done right away, but if I do, this could be really great for me to show how 
interested I am and what I’m capable of.”  Kimberly’s approach to the 
problem was to research the problem and to “understand the process of how 
people break things down” before developing what eventually became a new 
financial model leveraging her skills in Excel, as well as creatively “using my 
own equations and data.”  
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Problem solving open-ended tasks took on a similar approach.  
Kimberly’s team deals with global macro issues, “…which basically means be 
aware of everything that could be going on anywhere and how that could 
impact any trade that we might want to put on.”  Despite the daunting task, 
Kimberly’s approach to problem solving is the same; examine different ways 
to gather the required information and break them down into relevant 
information points.  She performs this task outside of the regular workday: 
I start my morning with a basic 45-minute browsing of the New York 
Times, Wall Street Journal, other certain like Bloomberg sources and 
seeing what’s going on. And then making sure that I keep that time 
every morning in my first hour to eat my breakfast really quick, read 
these things, and then generally stay on top of it. 
 
 Working in the finance sector, Kimberly’s use of quantitative literacy is 
very relevant her job.  As a quantitative analyst, she uses “…quantitative 
skills more than any other.”   Kimberly feels her math courses and computer 
courses have given here a “leg up” against other liberal arts majors.  
However, it was her beginning statistics courses, “that many liberal arts 
majors choose to take”, she feels are the most important: “…if you take an 
intro to statistics course, you really realize how to relate one variable back to 
another.  And on a base level, if you can do that, you can really figure out [..] 
90% of what we do.”   
Kimberly’s use of critical thinking skills came into play early in her 
career.   When presented with a new task where she had little experience or 
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background, trading activity analysis, Kimberly’s strategy was to create a 
spreadsheet to value a financial trade, approaching each step in the process 
systematically and methodically:    
What are we trying to value? Where do I even get this information? 
What does it mean when I see a statistic about a certain foreign 
currency? You can see what it looks like, but what does that really 
mean and how do you translate that back to US dollars, which is how 
my boss would like to look at it? Definitely, those are skills applying to 
everything in my liberal arts background, I think. 
 
Kimberly connects her ability to think critically to her experience in a 
science course in college: 
I took Intro to Earth Sciences. […] all I remember from that class is 
being in this lab and looking at different – on a base level, you’d be 
presented with a rock and at the end of it, you’re supposed to say, 
“Based on all these things that I looked at in this rock and analyzed, 
what is it?” And it’s actually really hard, but you learn to look at each 
detail and break it down and look a little further into dimensions you 
wouldn’t have cared about or even noticed. So just being more aware, I 
guess, of the bigger picture by breaking it down into the smaller 
picture. 
 
Oral communication skills are very important in Kimberly’s workplace: 
“more so than anything written, it’s about advocating for yourself in person to 
your boss.”  Communicating at work is different from her academic 
experiences:  
I felt like I was always comfortable talking to professors in college, but 
somehow at your job when someone has a reason or the ability to fire 
you, it seems a little bit scarier and you want to be really careful about 
what you’re going to say and plan it out a little bit. 
 
Kimberly’s use of written communication is applied in everyday e-mail 
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communication creating messages “that are short and to the point.”  The 
most important application of her writing skills is the creation of her formal 
end-of-the-year review. It is the year-end review document where she can 
detail her contribution to the company and to advocate, “…why I think I 
deserve a promotion based on my work” thereby demonstrating “the value I 
added.”   Despite being a math major, Kimberly credits her liberal arts 
curriculum for developing her written communication skills:   
Because of having liberal arts degree, I took Writing [courses], I took 
those humanities courses, I took some education courses, and it really 
improved my writing.  I think that had I not taken those, I don’t know 
how I would have even approached this and been able to organize 
things, so it’s definitely a skill that I took from my degree and tweaked 
it. 
 
Kimberly’s primary experience as a member of a team involves 
working with another person in her group (“Dave”).   Team projects happen 
when either Dave or Kimberly finish an individual task early, and their 
supervisor has them work together to finish a remaining task.  When 
Kimberly comes into a project already underway, she does her best to 
contribute outside of the team setting with the information provided.  She 
finds it difficult to express to Dave when she does not understand things 
because Dave is “being so gracious to me and I don’t want to tell [him] that 
I’m not understanding or [that he] is not making sense.”  However, they have 
worked together enough to develop trust where Kimberly feels comfortable 
approaching Dave when she does not understand information Dave has 
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provided.  Their trust and support of each other as team members is evident 
when they have a conflict with their boss: 
If we ever have a conflict with our boss, I feel as though the two of us 
together have worked really hard to take all criticism as a team. And 
we will not throw one person under the bus, so to speak. Maybe we’ll 
both express we’re sorry to our boss this didn’t work out the way you 
wanted, we’re sorry about this. We collectively will work on it and find 
a solution and get back to you. And then when we go back to our desks, 
we sit together. Usually one of us says, “That was my fault. I know 
what went on.” Or, “That was my fault. I don’t know what happened.” 
Vice versa. And then we sort of work on it, explain it to the other 
person, and then go back and present it.  
 
That type of “collective mentality” is very important to Kimberly: “It 
lowers the pressure in a way, and it helps you learn because you’re not 
feeling, you know, thrown out on your own to figure out something.”  One 
teamwork approach Kimberly found valuable “across all group projects” as an 
undergraduate was saving questions for management until you’ve exhausted 
all knowledge resources of the team. “If you can avoid sending 1,000 emails to 
your professor by really working it out with your group first, that’s probably 
more ideal for everyone.” 
Kimberly is emphatic when discussing her employer’s appreciation of 
the liberal arts in their employees, noting that while her company specializes 
in the financial industry; her employer’s hiring practice does not extend to 
business majors: 
If they were to receive an application from someone with a major in 
finance with no liberal arts background, they would immediately throw 
it away. And from what they have explained is that maybe it’s based 
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on stereotypes, but they feel like there’s a certain sort of personality 
that comes with a person who’s been waiting to work in an investment 
management firm their whole life. Whereas someone with a liberal 
arts background they believe is more open-minded and has developed 
more skills, like the basic liberal arts slogan, and can approach 
different problems and have a greater view. […] I think it’s really 
important to them that you have other interests. I don’t know that 
they really foster them per se, but if other things come up. So they 
really do value it. It’s their number one criteria in hiring. 
 
 The pilot interview helped to understand how Kimberly applies 
critical skills in the workplace and what academic experiences helped to 
shape these skills.   
Due to the results of the pilot interview, the researcher made minor 
changes to the interview protocol.  Because of the discovery of “team conflict’ 
that arose during the pilot interview, an additional probe was added to 
Question 11 (Teamwork), asking the participant to reflect on instances where 
they had to respond to team conflict.  The additional probe also aligns with 
the Teamwork VALUE rubric measure on team conflict.  The researcher 
deleted the probe “With regard to the performance of daily work tasks, are 
there any particular skills or abilities that you felt were helpful or essential” 
from the section on problem solving because the researcher felt that it was a 
redundant question of a previous probe.  
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Qualitative Data Collection and Analysis 
Qualitative Research Design 
The researcher used a multiple case study design (Yin, 2003) for 
collecting and analyzing the qualitative data.  The case study method allows 
researchers to focus on contemporary events using multiple sources of 
information to describe human actions (Yin, 2003). The researcher described 
and compared the cases to provide insight into the question of how liberal 
arts graduates make meaning of critical skills used in the workplace.  The 
unit of analysis was graduates of liberal arts programs selected on a typical 
response and maximal variation principle. Each case study was bound (Stake, 
1995) by one individual, the year of college graduation, and the amount of 
time in the workforce.  
Data Collection 
The primary data collection technique was semi-structured, focused 
interviews (Merton, Fiske, & Kendall, 1990) with eight purposefully selected 
participants, conducted during July–August of 2015.   The researcher 
conducted the interviews using Microsoft Skype while simultaneously 
digitally recording the interviews via an MP3 Skype Recorder plug-in.  The 
researcher stored the recording files on a password-secured server.   The 
researcher contacted participants in advance regarding the nature of the 
research, and that the interview would be recorded and transcribed. 
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Following the interviews, the researcher wrote down initial thoughts, 
hunches, and reactions on information related to the eight critical skills that 
formed the basis of the interview protocol.  The researcher stored the 
transcriptions to cloud storage Dropbox accounts and provided secure access 
to individual participants to review the transcription and provide any 
clarifying or additional information they wished to contribute.   The 
researcher also studied the participants’ academic catalogs from their 
undergraduate institutions to gain additional insight into participants’ 
curriculum and academic experiences.   Table 5.3 summarizes the 
information source by factors selected for the qualitative case study analysis.  
  
Table 5.3- Case Study Analysis 
Factors/ 
Information 
Source 
 
Individual 
interviews 
Follow-up   
e-mails 
Researcher 
notes 
Academic 
program 
catalog 
     
Academic 
background 
Yes Yes Yes Yes 
Job description Yes Yes Yes 
 
 
Application of 
critical skills in 
workplace 
Yes Yes Yes  
Academic 
experiences 
Yes Yes Yes 
 
Yes 
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Qualitative Analysis 
 In qualitative research, the processes of data collection and analysis 
proceed simultaneously (Stake, 1995).  The researcher digitally recorded the 
interviews, which were later transcribed verbatim (Maxwell, 2005).  The 
researcher verified transcript accuracy by listening to the digital audio 
recordings and comparing it with the transcribed text.  The researcher used 
the qualitative analysis software application, NVivo, version 11 (QSR 
International) for the open-coding activity and analysis of text and external 
data. 
 The steps in the qualitative analysis involved: (1) initial reading of the 
text data-transcriptions and memos; (2) pre-coding the data by dividing and 
labeling the text into segments of information (Layder, 1998); (3) labeling the 
segments with codes, (4) collapsing the codes into themes (Creswell, 2014), (5) 
using the LEAP critical skill VALUE rubrics in the text analysis (Leydens, 
Moskal, & Pavelich, 2004) and; (6) comparing themes across the cases 
(Creswell, 2014). 
Quality Procedures 
In this study, the researcher used a series of four tests (Yin, 2003) to 
establish the quality of empirical research.   The first, construct validity, 
involves establishing a correct set of operational measures that are believable 
from the perspective of the participant in the research.  The researcher 
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established construct validity by collecting multiple sources of evidence, 
specifically, the use of interviews, memos, and academic program catalogs 
(Hancock & Algozzine, 2011; Yin, 2003).     
The second test, internal validity, requires the investigator to ensure, 
to the greatest extent possible, that the research findings are the result of the 
experiences and commentary of the informants, rather than the biases and 
preferences of the researcher.   The researcher used cross-case analysis, table 
illustration, and analysis of a pilot case study to provide a level of internal 
validity (Yin, 1993).   
External validity refers to the degree in which the results of the study 
are generalizable or transferable outside the current case study.  The 
researcher selected participants over multiple locations and institutions to 
allow for a minimal amount of external validity of the interview data 
(Shenton, 2004; Yin, 2003).   
The final test, reliability, requires the investigator to ensure, to the 
greatest extent possible, that the research findings are the result of the 
experiences and commentary of the informants, rather than the biases and 
preferences of the researcher.  The goal is to ensure that subsequent 
researchers, following the same procedures, will arrive at the same 
conclusions after repeating the case study (Yin, 2003).  As previously noted, 
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the researcher created and administered a documented protocol to provide a 
level of reliability.   
Qualitative Findings 
Analysis of participant interviews and other text data yielded four 
themes related to how liberal arts graduates make connections between their 
undergraduate educational experiences and their experiences in the 
workplace:  personal accountability, workplace dynamics, self-awareness, and 
employers’ value in the liberal arts.   Tables H-1–H-8 (Appendix H) presents 
the analysis for each case study with the resulting themes, related categories, 
and associated LEAP Skills that align with the themes.   
Case Study 1:   Janet 
“I feel like history, at least history the way it’s supposed to 
be practiced, is all about critical thinking. […] I was 
developing opinions, evaluating information I was given, 
writing out my opinion on it, and having to support that 
argument.”   (Janet) 
 
Janet graduated in May 2013 from a 4-year public institution, 
comprised of professional programs, plus the arts and sciences, with a high 
graduate program coexistence.  Janet majored in history with an emphasis in 
teaching.  She also earned minors in teaching, English, and French. She is in 
her third year as a middle school social sciences teacher.  Janet switched 
from teaching history to social studies after her first year.  Janet teaches at a 
K–9 charter school, a combination of elementary school students and middle 
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secondary school students: “[Which is] a little bit of a different environment 
than a lot of other secondary teachers end up in.”  Primarily, she teaches 
sixth and ninth grade, secondary students.   The school where she teaches 
has a strict dress code and specific homework and philosophy policies put in 
place by a parents’ governing board.   
Accountability:   
Janet is accountable to meet specific teaching and professional 
behavior standards set by her school.  School administration regularly 
observe Janet to evaluate her teaching.  When Janet began on the job, 
observations by school administration would occur once per week.  
Observations now happen once per month.  Also, Janet meets twice a year 
with school administration to review her evaluations.  While finding the 
initial weekly observations “a little bit nerve-wracking,” Janet realized that 
the frequent feedback was beneficial to her professional development. “[I] was 
getting better much faster because of the feedback I was getting […] my 
supervisors would notice things that were going on in my classroom that I 
wasn’t really aware of.” The frequent feedback allowed Janet to adjust her 
teaching practice earlier on, “instead of years down the road when I figured it 
out myself.”  
Information literacy: In the discussion as to how she knows when there 
is a need for information, Janet describes several dimensions of information 
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literacy, specifically, determining the extent of information needed, accessing 
the needed information, and use of the information effectively to accomplish a 
specific purpose.   As a teacher, Janet consistently feels “like I’m always 
getting information.” Janet’s students drive this need: “They’ll often ask me 
questions that I’ve never thought about, so I usually write them down or have 
the students write them down so I can go and look them up later.”  Janet also 
spends time gathering information outside of the classroom: “I’m very 
regularly doing my personal research just so that I can be more well-informed 
when I’m teaching the students.”   
In reflecting on how her undergraduate experiences help shape her 
approach to information literacy, Janet credits a specific history professor’s 
method of teaching in fostering open class discussion between texts of 
competing historical interpretation:  
[H]e would present us with usually two books about the same topic in 
history and we’d have to read both of them […] we would just debate 
about them. […] we would have to come to our own conclusions […] I 
really appreciated that opportunity because it taught me to […] 
evaluate the information I was being given rather than just assuming 
that, oh, it’s in a book, so it must be true. 
 
Quantitative literacy (lack): As part of her job, Janet is required to 
review data related to testing and student achievement.  While feeling 
confident about her ability to use data tools such as spreadsheets, Janet 
received little exposure to quantitative analysis during her college career, 
crediting the skills she possesses to her high school academic experience: 
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I had one history class [in college] I remember that we looked at a lot 
of numerical data as we were analyzing. It was modern German 
history, especially during the time of the Industrial Revolution. But for 
the most part, I didn’t do a lot of quantitative – and I even managed to 
finagle my way out of general education serious quantitative courses, 
so I guess I credit my high school teachers for that because I didn’t get 
it in college. 
 
Workplace dynamics: 
Problem solving: Janet responds differently to work-related issues and 
problems depending on the context.  One of the larger challenges has been 
learning to deal with frequent complaints or concerns from parents.  Janet 
employs a consistent strategy, informing her supervisor immediately as soon 
as an issue presents itself, “that way if a parent tries [to talk] to [my 
supervisor] about it, she’s already heard my side of the story and can act as 
kind of a fair arbitrator. And that’s always worked out really well for me.”  
When confronted with an open-ended problem such as curriculum 
development, Janet evaluates multiple solutions towards solving the 
problem: 
I talked to my colleagues […] and asked her a lot of questions about 
how she would go about teaching the content. And I […] also Googled 
online to look at ideas that other people have come up with, but I 
managed to kind of really work the curriculum, so it fit my style a little 
bit better. 
 
Critical thinking: Janet encourages her students to approach the study 
of history critically:  “I [had] a lot of classes where I wasn’t just memorizing 
facts, but I was developing opinions, evaluating information I was given, 
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writing out my opinion on it.”  She emphasizes for her students, “to come to 
their own conclusions and analyze what they learned” when conducting their 
research. 
Teamwork: Janet considers herself “a pretty cooperative sort of person” 
when working with her colleagues.  She helps her team move forward by 
proactively assisting other team members in completing their tasks and 
expressing confidence about the importance of the job at hand.  Referencing a 
colleague who was working on a departmental initiative building a National 
History Day program, Janet noted:  
I wanted to be able to help her out with that because I thought it was a 
really neat program. So even though I didn’t have very many students 
who were the right age group for the program, I worked with her in 
organizing our school level competition and also in helping to organize 
the regional level competition that took place afterwards. 
 
Additionally, Janet fosters a constructive team environment by 
treating colleagues respectfully and being polite and purposeful in her 
interactions: 
I like being able to get feedback from other people, so I tried really 
hard to go to my colleague with the new ideas I had, the materials I 
had to share them with her, and she was always really responsive then 
to share her materials and ideas with me. So I really appreciated that 
kind of teamwork. 
 
 Janet credits her many professors in college, “who required us to work 
in groups and help each other out” in developing her team-building skills, 
particularly in her education courses while working towards her teaching 
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certification: 
It was good to get practice collaborating with other future teachers. So 
we would often share the lesson plans that we created, and we would 
teach each other and give each other feedback and critiquing, so that 
was a good preparation, I think, for working with other teachers in the 
workplace. 
 
 
Self-awareness:   
 Written and Oral Communication: Because her undergraduate 
curriculum in history and English emphasized written communication, Janet 
feels extremely confident in her ability to make arguments and support those 
arguments in writing: “I learned to be pretty articulate […] So that’s been 
really helpful”.  Janet also credits professors “who were real sticklers about 
grammar and punctuation” in solidifying good habits early.  Contributing to 
her ability to speak confidently and clearly were classes where professors 
emphasized use of oral communication delivery techniques: 
That same professor I was referring to before, who liked to hold his 
class as a debate that was good for me because I’m not usually one to 
speak my mind, I guess, about controversial issues like that. So he 
helped me learn to be confident in saying what I think, and saying it in 
a way that made myself clear. 
 
Creative thinking: Janet employs innovative techniques in her 
teaching, integrating alternate perspectives in original ways that contribute 
to broader learning outcomes for her students: 
I frequently try to incorporate different genres into the study of history. 
So I like to bring in things like literature and culture and music so the 
students can kind of get a grasp of a bigger picture rather than, again, 
 104 
just a bunch of facts, but they can learn a little bit more about the 
culture in the world around them. 
 
 While unsure how her history courses may have contributed to her 
ability to think creatively, some of Janet’s education courses emphasized 
combining existing ideas in unique ways though there is also personal 
commitment in her reasoning: 
In the education courses, they emphasized different students having 
different learning methods and different intelligences. And I think 
integrating those different genres and subjects helps in that regard, 
but it’s not really my reason for doing it. I like students to be able to 
come away from history not just having a better sense of history, but a 
better sense of the world at large, I guess. And I’m not sure if I can 
really identify that as coming from my schooling anywhere.  
 
Employers’ value on liberal arts 
 Janet is indifferent regarding her employer’s value towards the liberal 
arts.  While feeling valued as a professional educator, Janet does not feel her 
employer places any great emphasis or expectation on the liberal arts in their 
employees: 
I think [my employer] appreciates that I have a teaching certificate 
that I’m legally required to have. By law, they’re required to be 
teaching history and English and things like that, and other arts in the 
school. But I don’t know that there’s any particular value on the liberal 
arts versus any of the other types of degrees that my colleagues have. 
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Case Study 2:  Roger 
“In my liberal arts degree, you don’t focus so much on the 
facts. It’s more the theories. So if I had just the liberal arts 
degree, I can’t say for certain, but the train of thought 
would be more that, ‘Okay, well, you know, we could take 
the refrigerator and we could lift it over the banister.’ But I 
wouldn’t necessarily be thinking about the numerical 
limitations on that, [but] the physical property limitations.” 
(Roger) 
Roger is a December 2013 graduate from a 4-year public institution 
comprised of a balanced arts and sciences curriculum combined with some 
graduate program coexistence.  Roger graduated with dual BA degrees in 
Environmental Science and Geosciences with a minor in International Affairs.  
In addition to working full time, Roger is finishing an online Master of 
Science degree in Sustainable Energy through Reykjavik University in 
Iceland.  Roger is a home delivery specialist for a major appliance retail chain.  
He has been with the company for six years.   
Accountability: 
 Roger’s role is to coordinate the delivery of appliances, e.g., TV, 
refrigerator, to a location specified by the purchaser.  Beginning at 8 AM, the 
store assigns Roger’s team a delivery schedule that varies daily:  
A lot of it’s dependent [on] how many stops we can have in a day, [and] 
how far we’re going […]. Once I get to a house, first we greet the 
customer, and then look at what we’re going to be installing for them, 
where it’s going, take the product off the truck, unpackage it. And then 
find a safe and secure way to put it into their homes, and then connect 
it, do a test run of the connection, make sure they’re satisfied with all 
that, obtain a signature, take the packaging, and leave. 
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Roger is accountable to meet specific delivery targets set by his 
employer.   Store management regularly observes Roger, “usually once a 
month” to monitor the delivery process and ensure expected performance 
standards. Additionally, Roger’s team complies with delivery metrics “where 
we’re judged on every skew or every delivery” based on an allotted time 
assigned to the product type.  At the time of the interview, the company was 
reevaluating the metric formulas to improve accuracy: “They’re going to a 
skew-by-skew basis rather than judging all refrigerators as the same for a 
four-door, 32-cubic-foot refrigerator, we may have more time than a 24-foot,[], 
one-door freezer”.   Roger finds the observations of greater value in his 
workplace duties, providing an opportunity to work directly with 
management as opposed to strictly meeting quantitative targets:   
I would say that the ride-a-longs provide a lot more real world insight 
and kind of allow us to interact with our management a little bit more. 
It allows them to see what kind of struggles we’re encountering 
regularly out there, and also allows them to see how we’re performing 
as far as interactions with the customer, which kind of, I think, gives it 
a more accurate version of what’s going on out there rather than just 
the numbers. 
 
Information literacy:  Roger’s approach to acquiring information 
related to daily job tasks is primarily dependent on two variables: product 
type and delivery environment: 
The environments that we’re moving into and placing them in are all 
very different. Once we get to a house, we immediately begin gathering 
information as far as […] the makeup of the ground […] going into the 
property, […] what the condition of the home is, if there’s obstacles in 
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the way, what kind of material it is. If someone has hard cherry oak 
floors, they may be a little bit more picky about us using a hand truck 
or hand dolly on their floors than someone who has 20-year-old 
carpeting down. All of those things are things that are left to our 
discretion as far as by the book, how we should operate, and all those 
things factor into our decision as far as how to proceed. 
 
 Quantitative analysis (lack): Roger uses quantitative analysis to 
measure his team’s efficiency on the company’s delivery metrics scale.  He 
evaluates variables that include allotted time versus actual time, actual stop 
time vs. allotted stop time, and distance traveled, “to see if we’re using the 
most effective route.”  Roger’s undergraduate academic background fell short 
in helping him to develop his quantitative literacy skills:     
I would say my liberal arts degree did not prepare me for any 
quantitative data whatsoever. Actually, the master’s degree I’m doing 
now is a master’s of science, […]–it’s a quantitative degree. And I 
would say that my liberal arts background has woefully underprepared 
me for that kind of quantitative-heavy amount of work. 
 
Workplace dynamics:  
Problem solving: Problems can occur at any point between customer 
purchase and final delivery of the product. Recognizing and remediating 
problems within his role has taken Roger “quite a few years of practice” to 
perfect.  Roger provides a detailed example of the process of problem solving 
from discovery and definition, to evidence gathering, evaluation of potential 
solutions, and final solution implementation: 
We had a customer on Monday.  That Sunday […] we realized that he 
had his dryer in the store ready to go, and the accessories for it, but he 
didn’t have the washer. I looked into the system and it had back-
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ordered his washer. […] It was safe to assume that the customer didn’t 
know because it doesn’t necessarily tell them what the status of the 
product is unless they specifically check. We had a little bit of an issue 
in that this customer is expecting a phone call from me telling him that 
I’m bringing him the washer and dryer tomorrow at a certain time, and 
I don’t have the washer for him. It’s not physically possible for me to 
get one for him the day before. I then saw that the warehouse actually 
does have some, it wasn’t planning to be shipped to us until the 16th 
because that was when the warehouse was originally expecting to get 
that product back. I contacted the warehouse, told them, ‘Hey, we 
notice you have this product. We have a need for one. It wasn’t 
expected to be filled until August 16th, but if you could push us one 
tomorrow, that would be helpful. We would come in on our truck from 
the appliance warehouse on Tuesday.’ They said that’s no problem, 
they’ll make sure they get it loaded on Monday, and we’ll get it taken 
care of. I was able to call the customer and tell them unfortunately, we 
had a little bit of a changing delay, your washer’s not here yet, it was 
back-ordered, but I am having one come in on Tuesday, so I can deliver 
it as early as Wednesday morning. The customer’s fine with that. And 
then I further said, “Well, we can either deliver you just the dryer 
tomorrow so you can have it and see it, place it in the house, or we can 
wait until Wednesday when you have the whole – when we have the 
washer, and then we can deliver you the whole set.” He didn’t see any 
reason for us to come out twice, so we rescheduled. I rescheduled the 
delivery for Wednesday morning for him.  
 
 Roger credits his liberal education to providing some of the skills used 
in his approach to problem solving:    
I think my liberal arts degree has kind of helped a little bit in that 
aspect in that it’s helped me to think critically and ask those questions 
as far as cause and effect. If we ordered one from them and they 
haven’t shipped this one yet, why would that be? And run through the 
options […]. It’s helped me use deductive reasoning to sort through the 
different options. 
 
 Oral communication:  Roger adjusts his communication styles 
depending on with whom he is interacting: “[tailoring] them to the job 
definitely took time over the years”.  When dealing with customers, “you have 
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to focus on always being diplomatic in trying to help a customer despite how 
rude […] you may feel that they’re being, or how unhappy they are with the 
situation is. So it really takes some tact and some skill to get used to.”  In his 
interactions with coworkers, Roger recognizes the fact that “you're dealing 
with people from all different ages, all different backgrounds, all different 
viewpoints. And they may not necessarily be willing to see things the way 
that you’re seeing them.” 
 Teamwork:  Despite working as a team in “almost every class I’ve had 
in liberal arts”, and encountering “every variation of it”, Roger finds that 
teamwork experiences in college do not reflect the reality of working as a 
team in the workplace.   When choosing a team at school, Roger would self-
select members with whom he felt he had a good connection, “that you’re 
friends with.”  In academic team environments, members would suppress 
harsh criticism, or punitive actions: “You’re not going to throw them under a 
bus by giving them a bad review.”  Roger’s “real world” experiences with 
teams are more complex, where the focus is on the outcome: 
Let’s say you have a manager and a supervisor. Well, the manager 
isn’t necessarily going to care how you got to the final product. All 
they’re going to care about is the final product. Whereas the supervisor 
may be more interested in who’s doing what and how efficiently it’s 
getting done. Either way, there's consequences for both outcomes. 
There’s a consequence for the final product and there’s consequences 
for the team, the individual effort. And that’s just – it’s really not there 
in the academic setting.   It’s kind of one or the other.  
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Self-awareness: 
 Creative thinking: Roger admits that working for a large retail chain is 
not conducive to creative thinking, “[My Company] doesn’t like us thinking 
outside the box”.  Despite this, Roger has found opportunities to take risks 
and incorporate new approaches to his job assignments. Roger recounts his 
approach to a warehouse inventory process and reimagining it in an 
innovative, imaginative way:  
We have the brown goods truck, which contain all of the store product 
that you see out on the floor comes in. Our team is responsible for 
unloading it off of the truck and then stocking it out on the floor. Now, 
when we were originally doing this, I was noticing that it was very 
inefficient in that we would take the product from the truck on to the 
rollers, take it off the rollers, and place it in specific areas based on its 
department. And then we would have to transport the product from the 
warehouse out to the floor, into the individual departments to put it 
away. That got my creative juices flowing a little bit and wondering, 
how can we make this more efficient? Because we’re wasting a lot of 
energy both putting it on the floor and then putting it on the carts, or 
putting it onto hand trucks, or whatever it is to roll it out there. So the 
idea came to me that why don’t we just put pallets down, put the boxes 
on pallets, and then we can just wheel them out to the departments en 
masse? And then that idea got further refined down the line, where we 
then – once it was out there on the pallets, we would bring carts over 
and further break it down into product-specific by aisle. And that way 
you could – that would save a lot of foot time walking back and forth. 
So that was one area that took a little creative thinking to make the 
process more efficient. 
 
Relating his creative approach to his experience as a liberal arts 
student, Roger shares, “I was always encouraged to think outside the box and 
come up with ways – you know, that there isn’t just one specific way of doing 
things.”  
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Employers’ value of liberal arts 
 Given the job skill requirements of his company, Roger does not feel 
that the liberal arts hold any special distinction with his employer, noting 
that possessing any type of degree is useful.  
You could have completed an associate’s degree and I think that would 
be very beneficial to the workplace […] I think that [the] disparity is so 
different between degree and no degree that it’s hard to differentiate 
whether [the company] would make a difference between bachelors of 
science or bachelors of arts, or whatever it might be.  
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Case Study 3:  Lois 
“You don't have to be working in the arts industry to be 
creative. You can be creative in every single way because it 
really depends on how you apply things and how you do 
things because nothing can hide someone's creativity.” 
(Lois) 
 
Lois graduated in May 2013 from a four-year, private institution, 
comprised of balanced arts and sciences curriculum with some graduate 
program coexistence.  Lois graduated with a bachelor of arts in corporate 
communications and Japanese.  She also studied abroad at the Florence 
University of the Arts in Italy, studying Italian art history and at Hokusei 
Gakuin University, in Japan, studying Japanese and Japanese history.  Lois 
works as a digital communications planner for a New York media agency.  
Her company buys various media based on client interest, including general 
online media, television, radio, and out of home. She performs research and 
analytical work to help clients improve a wide array of key performance 
indicators, such as cost per credit card application and measuring website 
traffic for consumer-packaged goods.  Lois has been with her company for 18 
months.  
Accountability: 
Lois’s job does not conform to a standard set of job objectives.  This is 
due primarily to the diverse and frequent number of clients with whom she is 
assigned.  Lois’s yearly performance review provides feedback on her 
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adaptability to learning new tasks, the quality of internal and external verbal 
and written communication, creativity, and project management 
responsibilities.   
Information literacy: Working for a media agency, Lois frequently 
needs to access a variety of information sources in response to a client 
request, or to provide background data to support a project budget increase.  
She synthesizes information from multiple sources to achieve the specific 
objective: “We'll do a lot of research online, or we resort to our partners that 
we work with and see if they have any specific trends that we're not aware of, 
or just updates on different marketing products or technology.”  
 Reflecting on her undergraduate experience, Lois described a 
marketing class, which involved research and presentation components: 
The teacher would have students come up to present a new marketing 
technology or trend that is going on, or interesting case studies. So 
through that class, we were really able to not only learn more about 
things that are really happening in the marketplace, but also develop 
our research and presentation skills. 
 
Critical thinking: Performance reporting, providing analysis and 
evaluation of factors involved and effects upon a media campaign, is another 
area of responsibility of Lois’s job. “[I] analyze the whole performance in 
seeing which partner is the one that is affecting the overall performance, 
whether it is better or worse, and what is my optimization recommendation.”   
Lois again credits the integrative nature of her undergraduate classes for 
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helping to develop critical thinking skills: 
I think as liberal arts students, because of all the papers that we write 
and then all the class presentations that we have to do, we always 
have to put in a lot of thought because you're not writing just for the 
sake of writing, or presenting just for the sake of presenting. You have 
to prove to your class and your professor that this is why I'm doing this, 
and this is how I want to educate you. And I know that you're my 
audience, so I will talk to you in a completely different sense depending 
on the class too. 
 
 Quantitative literacy:  As part of her budgetary responsibilities, Lois 
works extensively in Microsoft Excel, a skill she developed at her company, 
“because of my major at the liberal arts college, I was not as experienced in 
Excel just because I wouldn't really need it in my class and I didn't really 
have a chance to use it.”   Now a self-described “expert”, Lois uses the 
advanced capabilities of Excel in her data analysis.  Lois’s academic 
experiences did help prepare her to use advanced mathematical concepts:  “I 
did take an engineering class and a math class as my core classes. And the 
math class, I think it was calculus or applied calculus, something like that. It 
was really cool.” 
Workplace dynamics: 
Information literacy, critical thinking, problem solving, and teamwork: 
Lois employs different strategies when faced with a work-related problem– 
integrating information from different sources and engaging stakeholders to 
isolate a problem and implement a solution: 
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I will lay out all the facts and see if I did something wrong in the 
middle of the process, […]. After I make sure that I follow all the 
instruction and process everything correctly, then [I know] something 
is wrong with the system. Then I'll go to the associated systems […] to 
tell them what the issue is, what have I tried, and what have I looked 
at, and also attach screenshots to clarify what exactly […] I'm looking 
at. And then there will just be a lot of communication back and forth to 
make sure that they know what my question is and how they're trying 
to help me. And then whether they answer my question or not, I'll just 
have to keep communicating with them until I find a solution. […] I 
will also do some research online and I'll look at some forums because 
that will also help me to be more efficient in terms of finding an 
answer because a big corporation may not be the most responsive 
sometimes either. 
 
Teamwork: Lois considers herself a leader among her peers: “I think 
being a really strong team player is definitely some of my strongest skill sets 
at work and when I was at school.”   When working with her colleagues, Lois 
stresses the importance of communication and maintaining a positive 
attitude in helping to facilitate the contributions of team members:   
I think being a team member, one important thing is you have to know 
how to compromise and communicate because, when you work as a 
team, of course everyone has a different opinion. And then that will 
come to how can you either combine all the ideas or compromise with 
each other, have a good balance? And communication is definitely very 
important because when everyone works together, you have to have 
really clear communication and really strong trust to work the best as 
a team. The better communication you have, the stronger your team is 
going to be […] And I think I'm having a really good experience just 
making sure that the team is holding up together and the team is 
communicating better. 
Written communication: This approach to team work does not extend 
as well to her manager, “I'm definitely having a lot of issues with my 
manager because he doesn't really like to communicate.”  In order to 
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strengthen her effectiveness with her boss, Lois had to modify her approach 
by using supporting materials to support her work: “It definitely took me a 
while to gain his trust through the quality of my work and how responsive I 
am all the time to all his questions, and how I always show him all the facts.” 
Reflecting on her undergraduate experiences, Lois admires what a 
team can accomplish when “you get a different mix of people in your team 
[…] And I think the best way I can do it is hope everyone will learn 
something out of their experience”.   Lois has always provided encouragement 
to team members:  “I'll always try to make sure that everyone can get 
involved in the project because I think that that's the beauty of teamwork, 
right? Everyone brings a little piece to the team.” 
Employer value of liberal arts: 
Lois does not feel her management places any emphasis on the liberal 
arts: “I don’t think they really value us based on our education background.” 
However, among her colleagues, Lois notices “different attitudes between 
someone from a liberal arts school and someone from a bigger college.” Lois 
explains, “I think the benefit of being a liberal arts student is that your 
alumni network may not be as big, but then your relationship with your alum 
will be a lot closer. So I guess it would be quantity versus quality.” 
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Case Study 4:  Kara 
“We had these required humanities courses every year. 
And we would all get in a big circle and it was good 
dialogue because some people really did have very different 
views. We had the rural, kind of backwoods segment, and 
then all the people who were from bigger cities, […] I 
thought it was good to get all the different perspectives in 
the group and good preparation for later.”  (Kara) 
 
 Kara graduated in May 2013 from a four-year, public institution 
comprised of a balance of arts and sciences, with some graduate program 
coexistence.  Kara earned a bachelor of arts, majoring in international 
studies with a minor in Portuguese.  Kara is a conservation defense associate 
for an environmental nonprofit.  Her company provides insurance for land 
trusts.  The land trusts take on conservation easements or “free land” from 
Kara’s company in order to conserve it.  When there are legal challenges 
against the land, Kara’s company funds the defense costs for the trust.  
Kara’s department is small, with a total of three people including herself.  
Accountability:  
 Kara describes her role in the company as “a jack of all trades” 
performing website maintenance, invoice tracking, data collection, event 
planning, and troubleshooting for individuals working in land trusts.  Kara 
uses a semi-formal process for setting performance objectives.  Her company’s 
parent organization provides a set of performance evaluation questions twice 
a year focused primarily on employee efficiency, though Kara’s group 
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“[doesn’t] hold to them that rigidly.”    
 Written communication, information literacy: Part of Kara’s 
responsibilities is updating company records when there is personnel 
turnover in a land trust: “we do that through a lot of Googling and we update 
our records.”  While Kara does not have a legal background, her academic 
experiences writing research papers “definitely applies” in helping her 
conduct “legal research for articles” related to land trusts: “It’s a lot of 
gathering information and then trying to understand it quickly.”   
 Problem solving, creative thinking: One of the challenges facing Kara 
is “a very open-ended project” to develop a training video introducing the 
services available through her company’s website: “I’m not sure how I’m 
going to tackle it.” However, she has begun to identify multiple approaches 
towards beginning the project, developing an itemized plan to meet the 
objective:  “I’m starting out with a script […] I need to figure out what 
software I'm going to use, how to record it, and where to record that's quiet, 
and how to make it look professional.”  
 Quantitative literacy: Kara occasionally encounters complex technical 
problems within her company’s database “that’s definitely complicated.”  
Kara credits one of her classes, “the nature of math”, and the professor for 
helping her look at technical problems logically: “He walked us through 
different types of reasoning and systems.  I think that did help a lot.”  While 
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not a fan of the class (“I really didn’t like that math class”), Kara 
acknowledges that it has been helpful in her job when working with daily 
invoices:  “I hate to say it […] but it really did help with real life math […] 
how the taxes work, which we’re doing audits right now.”  
Workplace dynamics: 
 Oral communication: Land trust members frequently contact Kara for 
help with her company’s website.  Kara uses multiple approaches for solving 
the problem depending on the needs of the individual: “I rely a lot on 
screenshots because they'll say, "I don't know what you're talking about. Can 
you take a picture and show me?" And sometimes, it'll be different than what 
I thought it was […] sometimes, you just have to walk them through it.”  
 Teamwork: Kara’s group is small, three people total, and team conflict 
is non-existent in her current job (“not at this job, thank god”).  Kara credits 
the numerous group projects in college for preparing her to identify and 
acknowledge conflict.  Reflecting on a previous job: “I think group projects do 
apply to work groups […] It definitely helped to be able to […] act as a buffer 
between certain people.  And I learned that during all my group projects.”   
Self-awareness: 
Written communication, creative thinking: Kara enjoys using research 
conducted through her company’s legal research database to post “useful 
stories and research topics” on her company’s blog: “It’s actually kind of fun, 
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even though it’s [about] insurance.”   Linking back to her academic 
experiences, Kara notes, “it reminds me of school […] you have to use all of 
your basic grammatical and spelling [skills]”.  Kara’s experience with 
developing presentations in college courses has been useful in communicating 
with her colleagues and her board of directors: “College was really good for 
forcing us to give presentations because those ended up coming up a lot more 
than I thought they would at work.”  
Employer value of liberal arts: 
 Kara considers herself “really, really lucky” when describing her 
current employer appreciation of her academic background: “I think if you 
work in a nonprofit in a creative or environmentally focused field, then 
they’re going to value your ideas a lot more […] that’s the experience I’ve had.”  
However, Kara had an unpleasant experience in her temporary jobs out of 
college:  “It was terrible…they don’t really value your input or your thinking.  
And they don’t really trust you to make decisions for yourself or really in any 
capacity.” 
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Case Study 5:  Georgia 
“You’re learning to meet those expectations of your 
professors or of the people that you have to work with. All 
of a sudden, you have to be responsible […] You need to 
take the effort and you need to take the initiative. It isn't 
something that other people can do for you. You should.”  
(Georgia) 
 
Georgia graduated in May 2013 from a four-year, public institution, 
comprised of a balance of arts and science with some graduate program 
coexistence.  Georgia earned a bachelor of arts, majoring in psychology.  She 
also had the opportunity to study abroad for one semester at a business 
school. Georgia works as a finance and member services intern for a large 
religious organization.  Her responsibilities include “maintaining overall 
connectedness between members.”  Her finance responsibilities include 
managing payroll and related financial tasks.  She has been in her current 
position for 14 months. 
Accountability: 
 Georgia meets weekly with her supervisor to discuss objectives for the 
upcoming week, a process she enjoys: “I love it when a leader is objective.”  At 
the end of the week, Georgia and her supervisor review her status against the 
objectives: “And if I need to make any adjustments, he tells me so.” 
 Information literacy, teamwork: Georgia’s organization supports a 
number of religious missions.  Responding to a request by the director of 
finance, Georgia developed a “missions portfolio”, the purpose of which was to 
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centralize data “in one place, [for] all the different missions that we support 
monetarily.”  Georgia identified a variety of sources for the information: “I 
had to contact a lot of people […] get in touch with the organization, if their 
overall mission was still the same […] make sure that the amount that we 
supply them is accurate.”  Once Georgia collected all the requisite 
information from the missions, she was responsible for “compiling all that 
data into [a] particular source so that I could hand that over to the director of 
finance.”  Georgia credits the “team focus” of an event management class 
taken while in college abroad for helping develop her information literacy:  “I 
would say just learning how to work with people, learning how to contact 
people, speak to people, motivate people, that really has [been] a huge 
experience for me.  Because a lot of work I think in college is individual.  It 
isn’t always team-related.”   
 Quantitative literacy (lack): While Georgia had a less-than-ideal 
experience with calculus in college, her work in statistics “came very easy to 
me”.  Her experience in statistics “certainly transferred over to my work in 
finance.”  At the same time, Georgia recognized the responsibility inherent 
when working with financial data: “the numbers are representing people’s 
money.  And you take that very seriously and carefully.”  
Problem solving: One of the open-ended tasks that Georgia performs 
regularly is meeting with members of her organization who come to her office 
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with financial concerns.  In helping to serve her membership, Georgia 
maintains the importance of “always being prepared for what they may ask.”  
Georgia developed this ability over time while in her position: “you start to 
kind of slowly understand what's expected of you, the expectations of your 
leaders, and what you have to meet. And then you start to learn kind of the 
population that you're serving and what it is exactly that they're going to be 
asking.”   Georgia strongly connects her responsibility in serving her 
membership to her experience preparing her college honors thesis:  
You're learning to meet those expectations of your professors or of the 
people that you have to work with. All of a sudden, you have to be 
responsible. You need to take the effort and you need to take the 
initiative. It isn't something that other people can do for you. You 
should.  
 
Written communication:  The differences between academic writing 
and business writing were very apparent to Georgia, noting the differences in 
context and purpose for business were different: “I definitely had to learn to 
write in a business way.”  Georgia credits her business classes for providing 
the foundation for the way she communicates in her job: “that was the most 
preparation for me for business writing.”  
 
Workplace dynamics: 
Critical thinking:  Understanding the expectations of her supervisor is 
important for Georgia’s approach to complex tasks in the workplace: “that [is] 
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a big part because how he may do things isn’t always how I or other people 
will do things.”  Georgia’s honor thesis was helpful in developing her 
approach to complex tasks, gathering evidence from different sources in 
developing her analysis:  
I think really just knowing that everything is kind of like a web. And 
you get to one place and then you have to go to another place. In 
accomplishing tasks, it's never – this is the task, but sometimes you 
have to do X, Y, Z to accomplish the big task. So it really isn't just one, 
but it's made up of a ton of other things. And being able to organize 
which one to do first and in what order to do those things. And at the 
same time, not get lost in what your main objective is.  
 
Teamwork: One of the challenges for Georgia while studying aboard at 
business school was working in a team made-up of students from different 
countries: “Understanding that people have different ways of doing things, 
people have different cultures […] that was a huge wakeup call.”  Georgia’s 
supervisor provides equal opportunity to team members to give their opinion, 
and incorporating everyone’s suggestions for consideration.  The 
organizational culture stresses to employees “to honor leadership”.  Dealing 
with conflict “is just a matter of handling that in a professional way, not 
getting emotional or being gossipy.”  
 
Self-awareness: 
 Creative thinking: One of Georgia’s highly satisfying projects was the 
design of the missions portfolio where she is able to transform her ideas into 
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new forms: “I was really, really pleased that my director gave me free reign to 
design it.”  Georgia’s enjoyment comes from “[loving] being able to make 
something look nice and make it look presentable and professional.”   
Reflecting back on her experience as a liberal arts student, Georgia notes, 
“with psychology there’s room to be creative. Whereas the word creative isn’t 
always linked to the sciences.”  
Employer value of the liberal arts 
 Georgia feels that her organization values “my kind of perspective and 
where I’m coming from […] but it’s not to say it’s better or less.” Her 
colleagues come from diverse backgrounds including liberal arts, seminary, 
business school, and some with no degree at all (“lots of different walks of 
life”). 
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Case Study 6:  Donna 
“I feel like a lot of liberal arts majors are very opinionated, 
or have strong opinions, and I’m one of them. I don’t 
disagree with that, but to get four or five of those kinds of 
people in one room can be extremely successful, but it 
might be very painful to get there.” (Donna) 
 
Donna graduated in May 2013 from a four-year, public institution, 
comprised of a balance of arts and sciences with some graduate program 
coexistence.  She earned a bachelor of arts, with a major in communication 
studies and a minor in studio art.   Donna works as a marketing assistant for 
an Atlanta based architectural firm, though she feels the company hastily 
put together the responsibilities associated with the job title: “I think they 
made it up as they went during my interview.”  Donna’s responsibilities 
include heading up her firm’s advertising, social media and website presence, 
providing general marketing support and management of her firm’s database 
server.  Donna has been in the position for fourteen months.    
Accountability: 
 Donna’s company has no process to define employee performance 
objectives: “We don’t have a formal process per se.”  The lack of performance 
objectives is caused, she believes, by being understaffed, which places time 
demands on her job responsibilities: “We’re very, right now, last-minute.  
There’s a lot to do.”  Her company has hired an outside consultant to assess 
the firm’s internal culture with an expected result of restructuring all 
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departments, an effort appreciated by Donna whose role has expanded 
beyond her original job title:  “My role will be changing very soon just because 
marketing assistant doesn’t really capture what I do right now.” 
 Information literacy, critical thinking:  As part of the bidding process 
for a new project, Donna starts first by researching the potential client: “We 
try to get as much information as possible so that we can cater our message 
to their needs.”  This research includes gathering information on individual 
decision makers who will review and vote on her company’s proposal.  
Research of the decision makers is strategic: “Are they married, how many 
kids do they have, [what are] their preferences on architectural style, what do 
they like, what don’t they like?” Donna’s research process uses a variety of 
information sources. Most information is researched through the web, though 
some sources require interviewing internal management for any existing 
connections with a potential client: “They’ve either worked with, or met at a 
convention or a trade show, a potential project could span all the way back to 
a lunch that someone had with some else.”  Donna strives to be as thorough 
as possible:  “not just discovering the answer, but discovering why the answer 
is what it is, trying to figure out factors that played into that answer.”  Donna 
is uncertain how she developed these skills: “I don’t know if that’s natural 
curiosity or that was actually my education, but I’d like to think it’s my 
education talking.”   
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 Written communication: Donna writes or drafts “about 75%” of her 
firm’s content: “It’s just one of those things where if you’re good at it and you 
can help the firm, you just go ahead and do it because no one else really 
wants to.”  She credits a “couple of phenomenal English teachers” from high 
school for helping her “flourish” in her writing, giving her a leg up in college: 
“I felt more prepared than others in the writing department.”   
Workplace dynamics: 
 Problem solving, oral communication, teamwork: When confronted 
with a problem in the workplace, Donna solicits input from all coworkers: 
“because a lot of the times, it’s just a simple matter of miscommunication.”  
Donna notes that resolving the issue requires that everyone have a clear 
understanding of the issue: “Everyone is talking about the same thing.”  
Donna views herself “not so much as a mediator” but helping the team “step 
back and refocus on the goal.”  Continued experience in the workplace has 
taught Donna to “listen as much as possible so I can understand as much as 
possible” when dealing with problems in the workplace.  She finds herself 
taking more of a leadership role in these situations while also adopting a 
more neutral position: 
 I’m not as forward about it as I used to be.  But I still try to lead in 
some way whether it’s leading the conversation in the right way or—I 
guess I no longer really try to impress my opinions on others too 
quickly before I understand the whole situation. 
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Self-awareness: 
Creative thinking: One of the biggest challenges for Donna is leading 
the redesign project of the company’s database: “It’s one of the hardest things 
I’ve ever done in my career.”  Donna juggles with competing stakeholders on 
the project, each with unique viewpoints and assumptions: “There’s so many 
people that look at it completely differently, but it’s one database.  And you 
need to make one database look the same, but work for all those different 
personality types.”  Donna highlights her liberal arts background when 
describing the influence of her views on workplace culture and beliefs:  
I think that my liberal arts degree, it makes me look at the right 
things as far as factors. I mean, it could be the most efficient system in 
the world, but if it doesn’t cater to different personality types and 
different people, it won’t work. And I think that my – I don’t know if its 
compassion or – I don’t know, but I feel like my awareness of people 
has helped my life tremendously just with friends, with family, with 
my job. I mean, I feel like if I looked at everything like a math problem 
or just something like that, I feel like I would just be so disconnected 
from the world. And I think that being in the liberal arts kind of honed 
that. And now I’m realizing that it’s actually useful, unlike algebra and 
all these things that I never use.” 
 
 Employer’s value on liberal arts: 
 Personal creativity is important to Donna’s firm: “It’s what sets us 
apart from the competition.”  Because of her company’s cultivation of 
creativity, the liberal arts are “more respected than at a lot of other 
companies.”  Donna feels she would not be as valued in other areas of the 
industry: “There’s not a lot of creativity required in engineering, other than 
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problem-solving.”  However, she notes in her current role, “I feel really valued.  
I feel like my creativity is very valued.”  
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Case Study 7:  Jack 
“A lot of the liberal arts is about communication, about 
writing.  I noticed that a lot of people who have a lot of 
experience in computer science, in just computer science, 
they know how to write programs, they know how to code.  
But to communicate effectively to the product managers 
and to the customers, they don’t really have that skill set 
because they never really had to write a lot of essays, didn’t 
have to write a lot of research.” (Jack) 
 
Jack graduated in May 2013 from a four-year, public institution.  The 
instructional program includes professional programs and the arts and 
sciences combined with a high graduate program coexistence.  Jack earned a 
bachelor of arts, with a major in history and a minor in business 
management and human resources.   Jack works as a software quality 
engineer.  He has been with the company for two years.  Jack’s main role is to 
verify that the software programs developed by his company meet the 
specifications of the product managers or customer.  He also performs tests to 
ensure that the software is free of defects and that all data captured during 
the test phase is stored to the quality assurance database.  Jack will, on 
occasion, write software programs to automate the testing process.  
Accountability: 
 Because of the small size of his company, Jack is not required to 
complete a yearly performance objectives and appraisal: “nothing is set in 
stone”.  Working at a small company, Jack has expanded his job 
responsibilities from his initial quality assurance role to include server 
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support: “how to set them up, how to make sure they’re all running correctly.”    
Information literacy, critical thinking, written communication: As a 
software quality engineer, Jack deals extensively with investigating reported 
software defects, finding the root cause, and reporting the defect to software 
development for remediation, a process he finds rewarding: “It’s fun.  You get 
a new challenge every day, so I enjoy it.”  Jack determines the extent of the 
information needed to fix the problem by first duplicating the environment 
the customer was using when the software bug occurred: “what browser they 
were using, operating system they were using.”  Next, he systematically 
searches for evidence of the software issue: “I will go into the database and 
use SQL and try and figure out where it’s going wrong.”  The final step is 
documenting the evidence and transferring all diagnostic information to the 
developer.  The initial effort by Jack reduces the time needed by development 
to correct the problem: “They only have to do a 10 to15 minute fix compared 
to an hour, hour and a half.”  Jack’s experience in writing research papers 
contributes to his ability to research issues and communicate effectively in 
his job:  
A lot of the liberal arts is about communication, about writing.  I 
noticed that a lot of people who have a lot of experience in computer 
science, in just computer science, they know how to write programs, 
they know how to code, but to communicate effectively to the product 
managers and to the customers, they don’t really have that skill set 
because they never really had to write a lot of essays, didn’t have to 
write a lot of research. 
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Problem solving, critical thinking:  Describing a particularly complex 
task at work, an enhancement of a medical communications tool, Jack links 
his approach to analysis with his final dissertation project in college–an 
ethnographic study of Mormon families during their early migration to Utah:  
“I had to do a lot of reading, a lot of writing, a lot of cause and effect.” He 
further describes his analysis of early Mormon artifacts: 
Because it’s so far out of just the time, everything happened different, 
their reasons were different. It was a lot harder. And so just by being 
able to analyze what they said in their journals and the little amounts 
that they said in their journal, analyze that and try and figure out why 
they did what they did.    
 
Quantitative literacy: Jack again credits his undergraduate research 
experience when his responsibilities involve quantitative analysis.  Jack 
describes conducting stress testing a new product by using quantitative 
analysis of data as the basis for drawing further insight to an issue: “I had to 
do timings by seconds.  [If I] click this button, how long does it take to 
respond? If I add three or four more servers to it, how much longer does it 
take to respond? And just how to work through it meticulously that way.”  
Comparing product stress testing to his academic research experience, Jack 
notes, “you can’t depend on one piece [of research].  You have to have 
numerous people saying the same thing to make it credible. Anything can be 
said once; but if there’s a lot of numbers behind it, then it has a little truth.  
It has a little more relevance.”  
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Workplace dynamics: 
   Oral communication, written communication, teamwork: Frequently 
at his job, Jack presents the status of new releases of software to coworkers 
and management. Presentations take on a semi-structured pattern and 
include general project status, review of new software features, and review of 
software changes. Adopting this leadership role “has been really good” for 
Jack who strives to improve his presentation style: “just like in school, when 
you had to do a lot of presentations […] That’s the only way I can think about 
getting better at it.”  
 Teamwork: Jack’s quality assurance team meets daily to discuss 
software defects and to prioritize fixes.  All team members are encouraged to 
voice his or her opinion on which defects are the most critical to fix.  The 
group keeps these discussions professional: “You still have to work together, 
you still have to be a team, otherwise nothing will ever get done.”  Jack 
continues his individual contribution outside of the regular team meetings, 
by completing all assigned tasks by agreed upon deadlines: “I need to do my 
part outside of team to make sure those [bugs] are fixed and make sure that 
it doesn’t break anything else in the software.”  Team conflict is rare, with 
any disagreements tabled for discussion outside of the meeting.  Reflecting 
back on his group projects in college, Jack disapproves of the approach to 
grading: “I’m not going to lie, I didn’t particularly like [that] just because 
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you’re graded on everyone’s effort.  You know, there are some people that 
don’t give their full effort.”  Despite his reservations, he acknowledges the 
importance of keeping a constructive team environment: “You still have to 
work with them.  You still need to be productive and do the best you can.”   
Self-awareness: 
 Jack holds the distinction of possibly being the only employee at his 
company with a liberal arts degree: “To be 100% honest, I thinking I’m the 
only one.”  He is clear about what drives him: “I love history too much.  I 
mean, that’s still my passion.”  At the same time, he is aware of the benefits 
of his current position:  
After I graduated, I started looking for history jobs […] there just 
wasn’t very many […] I was lucky enough to get an internship doing 
QA where, in six months, I earned the same salary as if I would have if 
I went to a history teacher. 
 
Jack plans to return to school and earn a master’s degree in computer science.  
Employer value of the liberal arts:  
 Written communication: Work colleagues have told Jack on a few 
occasions that he brings a “unique” perspective to the workplace, which he 
interprets as: “my personality’s a little bit abnormal for their culture.”  His 
management has commended him on his communication skills: “That one 
was one compliment where I saw because with QA, there is a lot of 
documenting. You’ve got to make sure everything is communicated properly 
to make sure this one feature works.” 
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Case Study 8:  Charisa 
“You’re against a lot of people who went to schools or were 
in programs that were not focused on writing as much. 
They probably didn’t have their writing as scrutinized as 
someone who works in research and history and that kind 
of business, so I think being against those people, it makes 
you look better.”  (Charisa) 
 
 Charisa graduated in May 2013 from a small 4-year, private college 
comprised of the arts and sciences with no graduate program coexistence.  
Charisa graduated with a major in history, with a focus in East Asian topics, 
and a major in anthropology, with a focus in epistemology.  Charisa works as 
a data governance analyst for an international banking firm.  Her firm 
provides typical services ranging from investment products, to retail banking, 
to personal banking.   Charisa works in corporate oversight, acting in a 
multifunctional support role for operational risk management.  Her company 
uses the analyses she performs to determine why their banks lose money.  
She has been with the company for almost two years.  
Accountability: 
 Charisa’s company requires their employees to complete basic objective 
setting each year, “that’s a corporate standard for anyone who works for the 
bank, really.”  More specifically, her management allocates her time among 
different projects: “you spend X percent supporting this group, X percent 
performing this process.”  Given the nature of her work, Charisa many times 
finds herself performing a broader support function:  “A lot of it is ad hoc.  
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You get thrown in on a weekly basis onto random stuff.” 
 Written communication:  A large component of Charisa’s job is writing, 
“The writing is very big.”    Charisa demonstrates a wide range of writing 
conventions, taking meeting notes, designing presentation materials, and 
production of guideline documents.   Charisa credits her academic 
experiences for her writing skills, in light of being a double major: “I think 
being able to explore topics in two majors, the writing styles are very 
different for both of those.  So even being aware of different type of 
informative writing I think is already a leg up.”   Charisa broadened her 
writing skills by allocating elective credits towards related liberal arts 
courses.  She feels her time applied in the courses contributed to her 
competency on the job:    
I used a lot of those [elective credits] to take English classes. And even 
having a more fundamental understanding of English grammar and 
English construction I think has really helped me be a pretty concise 
business writer now. 
 
Critical thinking, information literacy: About once a month, other 
organizations within the company need to connect their data systems to the 
risk management data systems maintained by Charisa’s organization.  In 
order to assist in that effort, Charisa must map multiple data points from the 
other group to the corresponding data points within her groups systems: “any 
number of data points that a different group that isn’t related to risk might 
need to map their data to the stuff that we use.”   Charisa’s experience in her 
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anthropology courses contributed to her approach to evaluation of the data 
within the systems:  
I did learn a lot about stripping down data to its core pieces and 
finding those common connectors, regardless of the fanatic topic that it 
might cover. I don’t know how best to describe it, but you have certain 
types of measures. You can line up certain measures. You can line up 
certain functions, basic principled pieces of data, and I found that to be 
very useful. 
 
 Quantitative literacy (lack): Despite working primarily as a data 
analyst, Charisa feels her quantitative skills are below average: “In math, in 
general, I’m pretty weak.”   Charisa did not take any additional math courses 
while in college: “I have pretty much not taken any math classes per se, 
meaning calculus, or geometry. I mean, I took some of those in high school, 
but really nothing in college.”  She did, “do a decent amount of statistical 
work”, using SAS statistical software, as part of her anthology major.  A skill 
that benefits her in her current role:  
Honestly, I never thought I’d use it again. And then I come to a bank, 
of course, you have to use it everywhere. So in my work, I do use my 
statistical analysis skills. We do a lot of modeling in our group. So I 
don’t do any of the input, really, besides maybe choosing a data set 
here and there, but there is a lot of interpretation work there. So 
having that understanding has helped. 
 
Workplace dynamics: 
 Information literacy: One of Charisa’s projects involves working with 
business units “cross-border” between the U.S. and Canada.  Due to the size 
of the corporation, “tens of thousands of people and several thousand in the 
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corporate functions”, Charisa relies on her ability to network to determine 
the extent of information she needs:  “knowing the appropriate person to 
reach out to, or working through someone that might be able to acquaint you 
with another group.”  She is confident in the expediency of her approach: “I 
think that is most important in terms of getting data or information in an 
efficient way.”    While not having developed network skills in a formal 
academic setting, Charisa was compelled to do so in order to navigate the 
university: “It really speaks to the size of the school I came from, because it 
would be kind of similar [..] You would need to network around and get help, 
inter-department.”    
 Creative thinking, teamwork: Charisa’s job does not present many 
opportunities to express her creative side: “There’s not so much creativity in 
banking, as one might expect.”  However, one example where she was able to 
work in an imaginative way was working with a new director who had 
recently started at the company.  Recognizing the director’s need to gain an 
understanding of the dynamics of the organization, Charisa arranged an off-
site team building session with the new director and members of the 
organization to learn: “the way they worked together, and why they had the 
rules they had.”  One of the exercises had participants complete a survey of 
Charisa’s own design.  The survey provided participants’ an opportunity to 
reflect on their career objectives and goals, but presented such that 
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participant’s would not feel, “that you were basically handing them a survey 
and asking them to bare all for her.”   Relating the experience of developing 
of the survey to her senior project in fulfillment of her anthropology major, 
Charisa’s says:  “[We had to use] survey construction, interview construction, 
coding, a lot of the coding work was used. So yeah, I had to bring some of that 
back out, which I hadn’t thought of in a long time. But it linked to that 
project very much.”   
Self-awareness: 
 Teamwork: On rare occasions when there are disagreements among 
her colleagues, Charisa responds in a passive manner: “My managing of the 
conflict is really to just step back, and I think that more is a personality 
indicator than anything.”  Charisa liberal arts experience in college was, 
“pretty individual, at least from what I did.”   She equates her approach to 
academic work to her style towards managing team conflict: 
I think learning to approach things in a rational and a non-emotional 
way was something – I had to glean from that, and maybe that’s why I 
step back. So I guess that would be the one connection I could point to 
there. 
 
Employer’s value on liberal arts: 
 Charisa initial sense is that her employer does not expect or value an 
appreciation for the liberal arts in its employees:  “No, Not at all. I mean, I 
think they appreciate it, but it’s definitely not in their job descriptions.”   She 
notes that in the traditional sense of the industry, banks are more likely to 
 141 
seek out “certain financial qualifications, which is something I think will 
never change, and you would never want them to become, trying to get liberal 
arts grads as, like, the true bankers.”  However, she notes that in some of the 
management positions within her organization, this traditional role is 
moving towards individuals with liberal arts qualifications: 
I attended a conference a few months ago and the leader of some Dutch 
bank or maybe the Dutch bank, I think they only have one, they were 
talking. And she came to present and she’s the first leader of risk 
management in a European bank that comes from a liberal arts grad. 
And she had a whole presentation about it. It was very interesting. So 
I think they’re turning on that because there is that kind of analytic 
aspect in terms of the staff work, which is very necessary for this line 
of work. But then there’s also the creative thinking and more 
adaptable kind of reasoning that you can apply to management, and 
she definitely sold them. 
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Cross-Case Analysis 
Themes and Categories across Cases 
Examination of the interview data across the eight cases revealed the 
emergence of the same four themes: personal accountability, workplace 
dynamics, self-awareness, and employer value.  However, the themes differed 
in the number and similarity of categories and skills comprising them (see 
Table H-9 in Appendix H).  LEAP framework skills within themes by cases 
are in Table H-10 (Appendix H). 
Personal accountability  
All participants spoke about how they prepared for and performed the 
duties associated with their job. The major categories of participants in 
meeting their job objectives were preparation, research, and professionalism 
on the job.    Other characteristics mentioned by the different participants 
included task prioritization and a focus on communication.    
Employer review of job performance differed across the eight 
participants.  Employers of Janet, Roger, and Georgia hold formal 
performance reviews designed to assess and provide feedback on job 
performance.  All three participants found the formal review process helpful 
in identifying actions to improve their job performance.   The other five 
participants, Lois, Kara, Donna, Jack, and Charisa discussed informal or 
semi-formal employer approach to job assessment.   Donna, Jack, and 
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Charisa spoke of taking on expanded responsibilities since their hiring due to 
growing staff needs at their respective companies.   
Information literacy and problem solving: All participants’ describe 
approaches to how they identified and located information needed in 
preparation and support of their job objectives.   Janet, Lois, Kara, Donna, 
Jack described an investigation of information using the internet and 
proprietary database sources to research specific legal or educational 
questions.  Georgia, Charisa, and Roger described reaching out and 
communicating directly with people responsible for holding the information.  
Janet, Lois, Kara, Donna, and Charisa linked their development of 
information gathering skills to research-intensive courses in subjects of 
history, English, anthropology and marketing.  
 Two participants identified specific culminating experience in college 
that helped to improve their ability to determine the need for information.   
For Georgia, her senior thesis had a significant impact on her ability to meet 
expectations in the workplace.  Jack described his dissertation project in 
helping him approach complex tasks logically.   
Written and oral communication: Behaving in a professional manner 
was an important issue for over half of the participants.  For Donna, Lois, 
Kara, Jack, and Georgia, the ability to stand out in their written and 
presentational work, but still maintain parameters of professionalism, was a 
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goal.    
The opportunity to take professional coursework, outside the liberal 
arts curriculum, was helpful to Janet, Jack, and Georgia.   Janet credits 
education learning methods courses for helping her work in creative ways 
with her students.  Jack’s business courses provided many opportunities to 
experience working in a project team setting.  Georgia’s business courses 
were helpful in building event-planning skills.   
Quantitative literacy: Seven of the participants acknowledged working 
with numerical data in some aspect of their jobs.   Of these, four participants 
professed inadequacy towards the amount of quantitative preparation 
received in college.   Due to advance placement courses in high school, 
Charisa and Janet did not take any advance math courses in college. Roger 
felt that his liberal arts degree did not prepare him for the quantitative-
heavy work he is now experiencing in his Master of Science program. Both 
Georgia and Charisa, while acknowledging inadequacy in math, had taken 
statistics courses while in college which are useful in their current position 
within their companies.  
Workplace dynamics 
Oral and written communication and problem-solving: Professional 
interactions with clients, coworkers or management formed another major 
aspect of each participant’s job experiences. The primary skills described by 
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participants when talking about workplace dynamics included oral and 
written communication, teamwork, and problem solving.  
All participants, except for Charisa who did not talk about external 
clients at all, spoke to the importance of anticipating customer’s objections 
and questions.   Janet, Roger, Jack, Donna and Lois described situations 
where they managed communications with clients who had concerns by 
either keeping the customer informed or anticipating clients need – diffusing 
a potential problem before it escalated.  Jack, along with Georgia and Kara, 
described a customer-centric, individualized approach in responding to 
unique or specific concerns of their client.  Lois and Kara mentioned the 
usefulness of educating clients about their business and, with Roger, raised 
the importance of diplomacy in client interaction and acknowledging client 
diversity.   
A majority of participants (Janet, Lois, Georgia, Jack and Charisa) 
spoke to the professional courtesy of communicating with leadership in 
situations that could affect the reputation or bottom-line of the business.  
When handling a parental complaint, Janet makes it a point to bring the 
issue to her supervisor first in order for the supervisor to have all the 
information at hand before hearing from the parent.   Lois ensures that she 
presents “all the facts” to her manager as a way to strengthen trust in their 
working relationship.   The organizational culture at Georgia’s job stresses 
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“honoring leadership” by dealing with conflict in a professional manner.   
Jack related an experience where he disagreed with a supervisor’s decision 
during a team meeting, but waited until the meeting was over to speak to the 
supervisor privately about his concerns.   
Critical thinking, information literacy: Janet, Lois, Georgia, Jack, and 
Charisa articulated the need to gather multiple sources of evidence and “to 
strip down” information to look for patterns when developing a 
comprehensive understanding of a work-related problem or project.    As part 
of their analysis, they often utilize oral and written communication, seeking 
the viewpoint of team members or subject experts.   Their conclusions or 
solutions reflect the informed evaluation of the evidence at hand.   
 Teamwork: Effective collaboration with coworkers to achieve a shared 
goal was a major category raised by five of the participants (Janet, Roger, 
Lois, Karen, and Jack). While Janet, Roger, and Lois acknowledged that 
disagreements among team members often occur, Donna and Jack talked 
about the need to compromise to meet workplace objectives.  Lois, Georgia, 
and Kara reported recognizing and accepting different backgrounds and 
opinions was helpful when working in a team setting.  Lois, Kara, and Donna 
assumed a leadership role to keep the peace amongst their teams.  Only 
Charisa spoke to her relationship with other team members for the sole 
purpose of networking for information.   
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 In describing their interactions with management, Lois, Georgia, 
Charisa, and Jack spoke about the importance of giving deference to 
management’s suggested approach to a problem, or assignment of tasks.  
Charisa, Georgia, and Janet spoke about how personally important it was to 
meet the expectations of their employer.   
Self-awareness   
Creative thinking and problem-solving: In describing what was 
important to them in the workplace, Janet, Kara, Georgia, and Donna spoke 
about their creativity and the pleasure they derived by applying it to various 
projects.   Donna spoke of personal compassion influencing her awareness of 
diversity in people.    Jack and Donna invoked their passion in their academic 
experiences in history, art, and natural curiosity, which they have applied in 
their jobs.  Janet and Jack spoke to having their own personal style, which 
helps to define their role in the workplace.   Roger commented on his 
background in the liberal arts giving him the optimism to find solutions to 
workplace problems.  Charisa spoke to her tendency to adopt a passive and 
non-emotional demeanor when presented with conflict in the workplace.  
Employer value  
While all participants felt appreciated by their employer for their 
contributions to their job, Janet, Roger, Lois, and Charisa did not feel their 
employer displayed a preference for the liberal arts in their employees.   Jack 
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said he was the only employee in his job with a liberal arts background.  His 
employer has told him that he was “unique” for their work environment.  
Charisa did not detect any employer preference for the liberal arts but had 
attended a presentation by senior management of her company about the 
effectiveness of liberal arts skills in the workplace. 
Table 5.4 summarizes common thematic categories across the eight 
cases within the four themes and associated critical skills.  These categories 
are related to the sub-themes of the accountability, workplace dynamics, self-
awareness, and employer value of the liberal arts in its employees.  
Categories common between two or more of the participants are included.  
Categories common between four or more participants are bolded and 
italicized. 
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Table 5.4 – Thematic categories and skills across cases 
Themes Categories 
 
Skills 
Accountability preparation 
research 
professional  
culminating experience 
Information literacy 
Problem solving 
Quantitative Literacy 
(lack) 
Written communication 
Critical thinking 
 
Clients manage communication 
educate 
anticipate need 
individualize approach 
challenge 
 
Problem solving 
Teamwork 
Oral communication 
Critical thinking 
Information literacy 
Coworkers collaborate 
disagreement 
acknowledge diversity 
peacekeeper 
finding compromise 
communication 
equal contribution 
 
Employer honor leadership 
meet expectations 
 
Self-awareness creativity 
passion 
connections 
 
Written communication 
Creative thinking 
 
Employer value indifference (no 
preference) 
valued 
related appreciation 
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Themes by Cases 
 Using the matrix-coding feature of NVivo 11, the researcher conducted 
a query analysis of the number of text units (words and phrases) per each 
theme across the eight cases (see Table 5.5).  The analysis showed the most 
frequent theme the participants discussed was their personal accountability 
to their job as related to the critical skills used in the workplace (n=156) (see 
Table 5.5).  They also discussed feelings related to self-awareness (n=130) 
more than their professional relationships in the workplace (n=110). They 
spoke the least about their employer’s perspective on the value of liberal arts 
within the workplace (n=29). 
 Roger, who works for a large appliance store chain, mentioned 
personal accountability to the job as the most important by nearly half 
(46.5%).  He also discussed his employer’s perspective on the value of the 
liberal arts the most (24.1%).  
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Table 5.5 - Themes by Cases 
Count 
Row pct 
Column pct 
Georgia Roger Donna Jack Janet Charisa Lois Kara Total 
Themes                 
 
Account-
ability 
  
20 
12.8% 
37.7% 
33 
21.2% 
46.5% 
29 
18.6% 
37.7% 
16 
10.3% 
37.2% 
14 
9.0% 
29.8% 
13 
8.3% 
32.5% 
14 
9.0% 
26.9% 
17 
10.9% 
40.5% 
156 
100.0% 
Workplace 
dynamics 
  
  
11 
10.0% 
20.8% 
15 
13.6% 
21.1% 
26 
23.6% 
33.8% 
10 
9.1% 
23.3% 
18 
16.4% 
38.3% 
7 
6.4% 
17.5% 
18 
16.4% 
34.6% 
5 
4.5% 
11.9% 
110 
100.0% 
Self-
awareness 
  
  
18 
13.8% 
34.0% 
16 
12.3% 
22.5% 
20 
15.4% 
26.0% 
15 
11.5% 
34.9% 
13 
10.0% 
27.7% 
15 
11.5% 
37.5% 
16 
12.3% 
30.8% 
17 
13.1% 
40.5% 
130 
100.0% 
Employer 
value 
4 
13.8% 
7.5% 
7 
24.1% 
9.9% 
2 
6.9% 
2.6% 
2 
6.9% 
4.7% 
2 
6.9% 
4.3% 
5 
17.2% 
12.5% 
4 
13.8% 
7.7% 
3 
10.3% 
7.1% 
29 
100.0% 
Total 53 
100.0% 
71 
100.0% 
77 
100.0% 
43 
100.0% 
47 
100.0% 
40 
100.0% 
52 
100.0% 
42 
100.0% 
428 
 
To summarize, personal accountability within the job as related to 
participants’ reflection on the critical skills was the most discussed theme. 
The participants spent the least amount of time discussing their employer’s 
value towards the liberal arts. Instead, they spent more time discussing their 
professional interactions in the workplace and expressing their character, 
feelings, and motives.  
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CHAPTER 6: SUMMARY, DISCUSSION, AND CONCLUSIONS 
Introduction 
In the preceding two chapters, the presentation and analysis of the 
data has been reported.  Chapter 6 consists of a summary of the study, 
discussion of the findings, implications for practice, statement of the 
delimitations and limitations, recommendations for further research, and 
conclusions. The justification of the latter sections is to expand upon concepts 
studied by the researcher in an effort to provide a more complete 
understanding of the workplace experiences of liberal arts graduates and of 
their perception and application of critical skills desired by employers.   
Summary of the Study 
The purpose of this study was to develop an understanding of the ways 
in which graduates of liberal arts programs recognize, make meaning of, and 
apply the competencies developed as an undergraduate within the workplace.  
The researcher used two concepts developed by the American Association of 
Colleges and Universities (AAC&U) as a framework for the study: 1) the 
Liberal Education, America’s Promise (LEAP) Essential Learning Outcomes, 
and, 2) the Valid Assessment of Learning in Undergraduate Education 
(VALUE).   
The study used a mixed methods sequential exploratory design 
consisting of a quantitative and qualitative phase.  In the first quantitative 
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phase, participants completed a researcher-developed web-based survey 
instrument designed to measure the relationship between three perception 
variables: 1) perceived importance of a critical skill used in the workplace, 2) 
perceived academic preparedness in the critical skill, and 3) perceived 
employer-attributed value of the critical skill.  Both the content validity and 
the internal consistency reliability of the survey instrument were established.  
A sub-set of participants in the second qualitative phase provided responses 
to an open-ended interview protocol.   
The quantitative phase of the study included 328 graduates from six 
institutions in the AAC&U Campus Action Network (CAN).  A demographic 
breakdown was provided for Carnegie classification, academic domain, 
industry sector, and personal attributes.  In the second qualitative phase, the 
researcher used a two-stage case selection procedure to recruit 16 
participants for semi-structured interviews. Using a maximum variation 
sampling strategy, the researcher selected eight participants for case analysis.  
This study included four research questions: 
Quantitative 
1. Is there an association among graduates’ perceived importance, 
academic preparation and employer-attributed value of critical skills in the 
workplace?  
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2. Are there differences among graduates’ perceived importance, 
academic preparation, and employer value of critical skills in the workplace 
based on academic domain? 
Qualitative  
1. How do liberal arts graduates make meaning of their work? 
2. How do the qualifications and skills that liberal arts graduates feel 
they possess in the workplace correspond to specific undergraduate academic 
experiences? 
Questions one and two from the quantitative phase were answered 
from analysis of the data obtained from the survey instrument.  The 
researcher used a Spearman’s rank-order correlation that measured the 
strength of association between two variables to provide answers to Question 
one.  The test revealed significant, positive correlations among the three 
perception variables across the eight skills.  For the answer to question two, 
the researcher used a chi-square test, controlled by the Holm-Bonferroni 
method, to discover if a relationship existed between two perception variables 
within each academic domain.  Lastly, a post-hoc contingency table analysis 
identified the specific variables within each domain that were significantly 
related.   
To answer the two questions from the qualitative phase, the researcher 
compiled case data from individual interviews, follow-up e-mails, researcher 
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notes, and academic program catalogs.  Data were transcribed, coded, 
segmented, collapsed into themes and compared across cases.  Four themes 
emerged during the within- and cross-case analysis, emphasizing 
participants’ use of the eight critical skills: (1) Personal accountability to the 
job, (2) workplace dynamics among coworkers, clients, and supervisors, and 
(3) self-awareness of what was important to the participant in the workplace.   
The fourth theme, employer support of the liberal arts in the workplace, 
explored the participants’ perceptions of employer attitudes towards a liberal 
arts background in its employees.   
Discussion of the Findings 
The goal of this study was to develop an understanding of the ways in 
which graduates of liberal arts programs recognize, make meaning, and 
apply the competencies developed as an undergraduate, within the workplace.   
The research methodology, sequential mixed-methods design, required the 
integration of results from the quantitative and qualitative phases of the full 
study to enhance and validate the research.  This section discusses 
researcher interpretations from the integration of the quantitative and 
qualitative phases.  Findings related to the academic and workplace 
connection of critical skills, personal accountability, and navigating 
workplace dynamics will be discussed.  
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Academic and workplace connection of critical skills 
Participants in this study who felt more academically prepared in a 
critical skill were significantly more likely to view use of the skill as 
important in their daily work responsibilities.   
Information literacy and problem solving – each day, every day 
Participants described the daily use of information-sources (i.e., legal 
records, proprietary databases, inventory records, budgets, and client 
ethnographies) and problem solving strategies (problem definition, evidence 
gathering and integration) most appropriate to reach a final solution.  The 
importance of organizing and synthesizing the information not only helped 
provide answers to problems, but also helped participants understand why a 
result “is the way it is”.   
Participants linked acquisition of information literacy and problem 
solving skills to research-intensive courses employing classroom debate, 
cause and effect analysis, case study analysis, and trend analysis.    The 
opportunity to enroll in a self-directed culminating experience project was 
important to participants in this study, affording them a platform to 
demonstrate their academic knowledge in an experiential way.  Participants 
described these projects as immersive experiences, requiring them to 
approach complex tasks logically and refine their problem solving skills.      
These findings were consistent with the literature that found that employers 
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endorse such “high impact education practices” such as capstone projects, 
undergraduate research and writing-intensive courses as helpful in preparing 
students for workplace success (Brownell & Swaner, 2010; Kuh, 2008).   
A surprising finding to the researcher was participants’ use of business 
networking as a skill for acquiring information.  As described by Charisa:  
Knowing the appropriate person to reach out to, or working through 
someone that might be able to acquaint you with another group. I 
think that is most important in terms of getting data or information in 
an efficient way 
 
This finding is consistent with emerging business education research 
that has found a significant positive relationship between business leaders’ 
perceptions of their ability in work-related networking and perceptions of 
their ability in work-related information literacy (Wu, 2008). 
Communication – being professional, assuming leadership 
 The ability to produce high quality written business artifacts, (i.e., 
reports, presentations, marketing collaterals, business requirements) was 
perceived by participants as contributing to their overall professional persona. 
The ability to be able to stand out, within the dictates of good taste, in 
written and oral communication was viewed by participants as a pathway to 
raise their professional prestige with their employer and coworkers.    
 Reflecting on their academic experiences, participants were unanimous 
in the view that the liberal arts emphasis in writing enhanced their capacity 
to make sound arguments and support those arguments in writing. 
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Participants also shared that the context and purpose between academic 
writing and business writing are quite different.  This gap motivated 
students to seek alternative academic experiences by incorporating courses 
from professional departments, as well as to pursue co-curricular internship 
opportunities to augment their written communication skills.  This finding 
speaks to the shared concerns of administrators and business leaders that 
colleges need to make further improvements in written communication 
outcomes for students (Arum & Roska, 2011; Bok, 2006; Educational Testing 
Service, 2015).    
 An inconsistent finding resulting from analysis of the survey data 
indicated that humanities majors were significantly less likely than other 
groups to view use of oral communication as important in the workplace. This 
result was contrary to the analysis of participant interviews.  Interview 
participants with humanities backgrounds shared several examples of 
applying oral communication (daily status meetings, client training sessions, 
presentations, and parent-teacher conferences).  Moreover, interview 
participants expressing proficiency in oral communication skills perceived 
themselves as adopting a leadership role, and in turn, benefiting their 
professional development.  This finding is consistent with the literature that 
has correlated communication skills with leadership (Brandts & Cooper, 
2014; Schneider, Maier, & Lovrekovic, 2015).   
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Quantitative literacy (or the lack thereof) 
The participants in this study with humanities degrees were 
significantly less likely than other groups to perceive quantitative skills as 
important in the workplace and were significantly less likely than other 
groups to feel academically prepared in quantitative skills.   While the 
majority of participants describe ways by which they work with numerical 
data (i.e., review of test results, working with spreadsheets, tax audits), over 
half of participants professed inadequacy in the amount of quantitative 
preparation received in college, despite finding themselves in professional 
roles that require quantitative literacy. For employers, this finding does not 
support their increasing need for graduates with quantitative skill 
proficiency (Dingman & Madison, 2011; Steen, 2001; Wilkins, 2000).   
Critical thinking and the teamwork challenge 
The participants in this study with degrees from the professional 
studies were significantly more likely than other groups to perceive critical 
skills as important in the workplace, and were significantly more likely to 
recognize use of teamwork skills as very important.  
Despite the overwhelming acknowledgment of the importance of 
collaboration with coworkers, a few interview participants said that their 
teamwork experiences in college did not reflect workplace reality.   
Participants describe challenges in effective negotiation, handling difficult 
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personalities and diversity awareness as specific skills not met by academic 
course work.  As explained by Roger: 
Let’s say you have a manager and a supervisor. Well, the manager 
isn’t necessarily going to care how you got to the final product. All 
they’re going to care about is the final product. Whereas the supervisor 
may be more interested in who’s doing what and how efficiently it’s 
getting done. Either way, there's consequences for both outcomes. 
There’s a consequence for the final product and there’s consequences 
for the team, the individual effort. And that’s just – it’s really not there 
in the academic setting.  It’s kind of one or the other.  
 
Improving team collaboration in the classroom has been an ongoing 
topic in business education (Albanese & Van Fleet, 1985; Clark, 1999; Vik, 
2001).  While pedagogical methods will vary, there may be advantages to 
providing co-curricular courses in business teamwork principles within 
liberal arts education that emulate a “real-world” scenario providing 
graduates with workplace-relevant teamwork experiences.   
The joy of creativity 
Many participants in this study described finding satisfaction by 
applying creative solutions to workplace tasks.  Janet’s approach to teaching 
involved integrating alternate perspectives in original ways: “I like to bring 
in things like literature and culture and music so the students can kind of get 
a grasp of a bigger picture rather than, again, just a bunch of facts.”   In other 
cases, thinking creatively went hand-in-hand with creating written artifacts.   
Working on a presentation portfolio project, Georgia described how she 
enjoyed transforming her ideas into new forms by having free reign in the 
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design of the final product: “I love being able to make something look nice 
and make it look presentable.”   Working on a database project, Donna thinks 
creatively while working with competing stakeholders, embracing and 
integrating divergent perspectives as to what the database must achieve:  
There’s so many people that look at it completely differently, but it’s 
one database.  And you need to make one database look the same, but 
work of all those different personality types. 
 
Participants linked creativity to academic courses that integrated 
multiple methods of collecting information (i.e., survey construction, 
interview construction, coding, and statistical analysis). 
Personal accountability within the workplace  
Participants’ personal accountability to their job had the highest effect 
on how participants made meaning of their work.  Participants characterized 
personal accountability by preparation for, research in, and professionalism 
on the job.  Key skills reflected in personal accountability were information 
literacy and problem solving (job preparation), quantitative literacy 
(research), and written and oral communication (professionalism).   
These findings on personal accountability are supported by other 
studies related to career development in the liberal arts (Luke, Diambra, & 
Gibbons, 2014; Ravenscroft & Luhanga, 2014).  In their study of 413 liberal 
arts college students, Luke, Diambra, and Gibbons (2014) validated factors of 
perceived accountability, ability, responsibility, and adaptability associated 
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with both career and student development.  Results indicated statistically 
significant correlations between and among the four factors, with the 
education-employment connection for students having the most significant 
impact on career development. Ravenscroft and Luhanga (2014) studied a 
flipped classroom pedagogical model designed to address the growing 
employer demand for accountability and teamwork skills.  The study reported 
engagement score improvements in collaborative learning for courses in 
Psychology, Sociology, and Gender Studies.  The study attributed the score 
improvement to the deliberate inclusion of structured group activities.   
Exploring workplace dynamics 
Another significant theme related to how participants made meaning 
of their work involved regular professional interactions with clients, 
coworkers and management.  Three major categories were central to 
participants’ perspectives on workplace dynamics: 1) effective communication 
with clients, 2) meaningful collaborations with coworkers, and 3) 
acknowledgement of diversity in the workplace.  Participants stressed the 
importance of oral and written communication skills (effective client 
communication) and teamwork skills (meaningful collaboration and 
acknowledgment of diversity).  Participants spoke about the value of 
professional coursework electives taken outside their liberal arts curricula for 
providing skills that had practical use in their daily job responsibilities.  This 
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finding is consistent with the literature highlighting the benefits of 
combining field-specific skills with a liberal arts program of study (Burning 
Glass Technologies, 2013). 
Implications for Practice 
Participants in this study were overwhelmingly confident when 
reflecting on their undergraduate educational experiences, current 
employment, and potential for future career success.  Recognizing that 
external stakeholder pressure is challenging the traditional view of student 
success, higher education has invested significant resources in organizing 
frameworks of learning outcomes and intellectual and practical skills. 
This study demonstrated that higher levels of perceived skill 
preparedness in college correlate to higher levels in importance and 
employer-attributed value of the skill in the workplace.  Ensuring continued 
institutional commitment to and development of practical skills grounded in 
the core liberal arts values of gaining knowledge in the physical and social 
sciences, humanities, and mathematics may lead to increased efficacy in 
student career development. Prescribed capstone or other culminating 
experiences should be an integral part of a liberal arts curriculum.  Combined 
with graduate job placement data, liberal arts programs meeting such 
requirements may have a greater potential for attracting qualified applicants, 
foster their academic and professional development, and ultimately better 
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prepare graduates for the demands of the knowledge economy.   
As institutions increase their emphasis on helping students acquire 
the skills needed to succeed professionally, liberal arts programs are 
emphasizing the use of student teams in the classroom.  However, it is not 
sufficient to put students in groups and ask them to work together.  Liberal 
arts and general education curricula should integrate professional business 
skills in facilitation, presentation, diversity awareness, and professional 
communication, written and oral, so that students can function successfully 
in teamwork situations in and out of college.   
Finally, participants in this study majoring in the humanities felt 
academically unprepared in quantitative literacy, describing, in some cases, 
having met their college requirements using placement tests prior to 
matriculation with no further quantitative coursework while at college.  
However, the modern workforce demands for quantitative literacy are great 
and growing (Dingman & Madison, 2011; Steen, 2001; Wilkins, 2000).  If 
institutions are committed to the goal that students receive and demonstrate 
the intellectual and practical skills necessary to be successful in the 
workplace, one recommendation would be to eliminate distribution 
requirements that enable students to substitute placement exams for college-
level courses.  Instead, an institution might prescribe an alternate 
distribution of courses that would serve to broaden a student’s knowledge in 
 165 
quantitative literacy.   These courses would not necessarily require the 
increase of total credits required for graduation or detract substantially from 
student choice.  College administration could incentivize interdisciplinary 
collaboration across traditionally siloed academic departments by promoting 
the utility of critical skills among different subjects.   For example, history 
courses could blend elements of quantitative literacy when covering historical 
events where strategic use of statistics contributed to a significant historic 
outcome.  Learning outcomes for these blended courses would include both 
qualitative and quantitative criteria.  
This research finding of unpreparedness in quantitative literacy skills 
is perhaps an example of a larger systemic issue.  In their comparative 
analysis of general education requirements among regional accreditation 
organizations, Warner and Koeppel (2009) noted that while the different 
accreditation agencies requirements referred to foundational concepts of the 
liberal arts or sets of skills, there was no explicit definition of what a general 
education curriculum should actually consist of, or what materials should be 
required of all students.  Moreover, the analysis found that most institutions 
based their general education curriculum almost entirely on loose 
distribution requirements resulting in a cafeteria-style approach to course 
selection, and undermining any type of unifying philosophy that schools 
would hope to achieve.   
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Delimitations and Limitations 
While participant interview data from multiple institutions provided 
for an amount of qualitative external validity, qualitative findings are highly 
context and case dependent making it difficult to replicate the study exactly 
in another context (Creswell, 2014).   Participant responses were reflections 
of and confined to the personal experiences from their undergraduate 
institutions and current places of employment.  These responses represent 
only one perspective on how participants recognize, make meaning of, and 
apply the competencies developed as an undergraduate in the workplace – 
that of the participants themselves, excluding other stakeholders within the 
academic and employment environment.  
Another limitation of the study is generalizability of the results 
(Fraenkel, Wallen, & Hyun, 1993).  The quantitative phase of the study drew 
participants from six AAC&U member campuses comprising four different 
Carnegie classifications.  The six campuses are members of the Campus 
Action Network initiative, committed to the principals of LEAP essential 
learning outcomes for student learning.  Results of the association analysis 
are generalizable only to those populations.     
Survey attrition was the most obvious confounding factor in this study.  
Quantitative results indicated a dissimilar distribution among participants 
as to the general population based on their Carnegie classification. The data 
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suggests that survey bias occurred primarily with participants from the arts 
and sciences focus, no graduate coexistence Carnegie classification (A&S-
F/NGC) for the information literacy factor (survey items Q19, Q20, and Q21). 
For that reason, the researcher cautions generalizing the information literacy 
quantitative results to the A&S-F/NGC participant population. 
Recommendations for Further Research 
This study leaves some unanswered questions and offers direction for 
future research on how to develop understanding of the ways in which 
graduates of liberal arts programs recognize, make meaning of, and apply the 
competencies developed as an undergraduate within the workplace.     
The study would benefit by incorporating an interview protocol 
designed to explore the role of the employers of liberal arts graduates.  
Employer insight of the importance and application of the critical skills 
would serve to enrich the body of work.  
This study tested for differences based on a participant’s academic 
domain as a grouping variable.  What would the results show if the study 
examined a participant’s industry sector of employment as the grouping 
variable?    
Finally, future studies could include replication of the study with non-
LEAP affiliated institutions and analyzed for differences and similarities 
between the two populations.  
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Conclusions 
Reexamination of the liberal education philosophy of “educating the 
whole student” consistent with the skill demands of today’s global economy 
has become a higher education imperative.  Liberal arts education has 
committed to new innovative practices in learning outcomes and assessment, 
integrated and co-curricular initiatives between liberal arts and the 
professional curriculum, and student preparation for life-long learning.  
Recent commitments by major research universities to changes in established 
general education programs suggest that the role of liberal arts is becoming 
more purposeful at all levels of higher education (Brown J. , 2016; Flaherty, 
2016).  Continued research on the effect these innovations have on graduates 
after they transition from academia to the workforce will help sustain the 
evolving role of liberal arts education as a sound investment for the 21st 
century.   
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CRITICAL THINKING VALUE RUBRIC 
for more information, please contact value@aacu.org  
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
Definition 
 Critical thinking is a habit of mind characterized by the comprehensive exploration of issues, ideas, artifacts, and events before 
accepting or formulating an opinion or conclusion. 
 
Framing Language 
 This rubric is designed to be transdisciplinary, reflecting the recognition that success in all disciplines requires habits of inquiry 
and analysis that share common attributes.  Further, research suggests that successful critical thinkers from all disciplines increasingly 
need to be able to apply those habits in various and changing situations encountered in all walks of life. 
 This rubric is designed for use with many different types of assignments and the suggestions here are not an exhaustive list of 
possibilities. Critical thinking can be demonstrated in assignments that require students to complete analyses of text, data, or issues. 
Assignments that cut across presentation mode might be especially useful in some fields. If insight into the process components of critical 
thinking (e.g., how information sources were evaluated regardless of whether they were included in the product) is important, assignments 
focused on student reflection might be especially illuminating.  
 
Glossary 
The definitions that follow were developed to clarify terms and concepts used in this rubric only. 
• Ambiguity:  Information that may be interpreted in more than one way. 
• Assumptions:  Ideas, conditions, or beliefs (often implicit or unstated) that are "taken for granted or accepted as true without 
proof." (quoted from www.dictionary.reference.com/browse/assumptions) 
• Context:  The historical, ethical. political, cultural, environmental, or circumstantial settings or conditions that influence and 
complicate the consideration of any issues, ideas, artifacts, and events. 
• Literal meaning:  Interpretation of information exactly as stated.  For example, "she was green with envy" would be interpreted to 
mean that her skin was green. 
• Metaphor:  Information that is (intended to be) interpreted in a non-literal way.  For example, "she was green with envy" is 
intended to convey an intensity of emotion, not a skin color. 
 
  
1
7
1
 
CRITICAL THINKING VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
Critical thinking is a habit of mind characterized by the comprehensive exploration of issues, ideas, artifacts, and events before accepting 
or formulating an opinion or conclusion. 
 
Evaluators are encouraged to assign a zero to any work sample or collection of work 
that does not meet benchmark (cell one) level performance. 
  
 Capstone 
4 
Milestones Benchmark 
1 3 2 
Explanation of 
issues 
Issue/problem to be considered 
critically is stated clearly and 
described comprehensively, 
delivering all relevant 
information necessary for full 
understanding. 
Issue/problem to be 
considered critically is 
stated, described, and 
clarified so that 
understanding is not 
seriously impeded by 
omissions. 
Issue/problem to be considered 
critically is stated but 
description leaves some terms 
undefined, ambiguities 
unexplored, boundaries 
undetermined, and/or 
backgrounds unknown. 
Issue/problem to be 
considered critically is 
stated without 
clarification or 
description. 
Evidence 
Selecting and 
using 
information to 
investigate a 
point of view or 
conclusion 
Information is taken from 
source(s) with enough 
interpretation/evaluation to 
develop a comprehensive 
analysis or synthesis.   
Viewpoints of experts are 
questioned thoroughly. 
Information is taken from 
source(s) with enough 
interpretation/evaluation 
to develop a coherent 
analysis or synthesis. 
Viewpoints of experts are 
subject to questioning. 
Information is taken from 
source(s) with some 
interpretation/evaluation, but 
not enough to develop a 
coherent analysis or synthesis. 
Viewpoints of experts are 
taken as mostly fact, with 
little questioning. 
Information is taken 
from source(s) without 
any interpretation/ 
evaluation. 
Viewpoints of experts are 
taken as fact, without 
question. 
Influence of 
context and 
assumptions 
Thoroughly (systematically and 
methodically) analyzes own and 
others' assumptions and 
carefully evaluates the 
relevance of contexts when 
presenting a position. 
Identifies own and others' 
assumptions and several 
relevant contexts when 
presenting a position. 
Questions some assumptions.  
Identifies several relevant 
contexts when presenting a 
position. May be more aware 
of others' assumptions than 
one's own (or vice versa). 
Shows an emerging 
awareness of present 
assumptions (sometimes 
labels assertions as 
assumptions). Begins to 
identify some contexts 
when presenting a 
position. 
Student's 
position 
Specific position (perspective, 
thesis/hypothesis) is 
Specific position 
(perspective, thesis/ 
Specific position (perspective, 
thesis/hypothesis) 
Specific position 
(perspective, 
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(perspective, 
thesis/ 
hypothesis) 
imaginative, taking into account 
the complexities of an issue. 
Limits of position (perspective, 
thesis/hypothesis) are 
acknowledged. 
Others' points of view are 
synthesized within position 
(perspective, thesis/hypothesis). 
hypothesis) takes into 
account the complexities of 
an issue. 
Others' points of view are 
acknowledged within 
position (perspective, 
thesis/hypothesis). 
acknowledges different sides 
of an issue. 
thesis/hypothesis) is 
stated, but is simplistic 
and obvious. 
Conclusions and 
related outcomes 
(implications and 
consequences) 
Conclusions and related 
outcomes (consequences and 
implications) are logical and 
reflect student’s informed 
evaluation and ability to place 
evidence and perspectives 
discussed in priority order. 
Conclusion is logically tied 
to a range of information, 
including opposing 
viewpoints; related 
outcomes (consequences 
and implications) are 
identified clearly. 
Conclusion is logically tied to 
information (because 
information is chosen to fit the 
desired conclusion); some 
related outcomes 
(consequences and 
implications) are identified 
clearly. 
Conclusion is 
inconsistently tied to 
some of the information 
discussed; related 
outcomes (consequences 
and implications) are 
oversimplified. 
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CREATIVE THINKING VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
Definition 
 Creative thinking is both the capacity to combine or synthesize existing ideas, images, or expertise in original ways and the 
experience of thinking, reacting, and working in an imaginative way characterized by a high degree of innovation, divergent thinking, and 
risk taking. 
 
Framing Language 
 Creative thinking, as it is fostered within higher education, must be distinguished from less focused types of creativity such as, for 
example, the creativity exhibited by a small child’s drawing, which stems not from an understanding of connections, but from an ignorance 
of boundaries. Creative thinking in higher education can only be expressed productively within a particular domain.  The student must 
have a strong foundation in the strategies and skills of the domain in order to make connections and synthesize.  While demonstrating 
solid knowledge of the domain's parameters, the creative thinker, at the highest levels of performance, pushes beyond those boundaries in 
new, unique, or atypical recombinations, uncovering or critically perceiving new syntheses and using or recognizing creative risk-taking to 
achieve a solution. 
 The Creative Thinking VALUE Rubric is intended to help faculty assess creative thinking in a broad range of transdisciplinary or 
interdisciplinary work samples or collections of work.  The rubric is made up of a set of attributes that are common to creative thinking 
across disciplines.  Examples of work samples or collections of work that could be assessed for creative thinking may include research 
papers, lab reports, musical compositions, a mathematical equation that solves a problem, a prototype design, a reflective piece about the 
final product of an assignment, or other academic works.  The work samples or collections of work may be completed by an individual 
student or a group of students. 
 
Glossary 
The definitions that follow were developed to clarify terms and concepts used in this rubric only. 
• Exemplar:  A model or pattern to be copied or imitated (quoted from www.dictionary.reference.com/browse/exemplar). 
• Domain:  Field of study or activity and a sphere of knowledge and influence 
•  
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CREATIVE THINKING VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
Creative thinking is both the capacity to combine or synthesize existing ideas, images, or expertise in original ways and the experience of 
thinking, reacting, and working in an imaginative way characterized by a high degree of innovation, divergent thinking, and risk taking. 
 
Evaluators are encouraged to assign a zero to any work sample or collection 
of work that does not meet benchmark (cell one) level performance. 
 
 Capstone 
4 
Milestones 
3   2 
Benchmark 
1 
Acquiring Competencies 
This step refers to acquiring 
strategies and skills within a 
particular domain.  
Reflect:  Evaluates creative 
process and product using 
domain-appropriate 
criteria. 
Create:  Creates an 
entirely new object, 
solution or idea that is 
appropriate to the 
domain. 
Adapt:  Successfully 
adapts an appropriate 
exemplar to his/her own 
specifications. 
Model:  Successfully 
reproduces an 
appropriate 
exemplar. 
Taking Risks 
May include personal risk (fear of 
embarrassment or rejection) or 
risk of failure in successfully 
completing assignment, i.e. going 
beyond original parameters of 
assignment, introducing new 
materials and forms, tackling 
controversial topics, advocating 
unpopular ideas or solutions. 
Actively seeks out and 
follows through on 
untested and potentially 
risky directions or 
approaches to the 
assignment in the final 
product. 
Incorporates new 
directions or approaches 
to the assignment in the 
final product. 
Considers new directions 
or approaches without 
going beyond the 
guidelines of the 
assignment. 
Stays strictly within 
the guidelines of the 
assignment. 
Solving Problems Not only develops a logical, 
consistent plan to solve 
problem, but recognizes 
consequences of solution 
and can articulate reason 
for choosing solution. 
Having selected from 
among alternatives, 
develops a logical, 
consistent plan to solve 
the problem. 
Considers and rejects less 
acceptable approaches to 
solving problem. 
Only a single 
approach is 
considered and is 
used to solve the 
problem. 
Embracing Contradictions Integrates alternate, 
divergent, or contradictory 
Incorporates alternate, 
divergent, or 
Includes (recognizes the 
value of) alternate, 
Acknowledges 
(mentions in passing) 
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perspectives or ideas fully. contradictory 
perspectives or ideas in 
a exploratory way. 
divergent, or contradictory 
perspectives or ideas in a 
small way. 
alternate, divergent, 
or contradictory 
perspectives or ideas. 
Innovative Thinking 
Novelty or uniqueness (of idea, 
claim, question, form, etc.) 
Extends a novel or unique 
idea, question, format, or 
product to create new 
knowledge or knowledge 
that crosses boundaries. 
Creates a novel or 
unique idea, question, 
format, or product. 
Experiments with 
creating a novel or unique 
idea, question, format, or 
product. 
Reformulates a 
collection of available 
ideas. 
Connecting, Synthesizing, 
Transforming 
Transforms ideas or 
solutions into entirely new 
forms. 
Synthesizes ideas or 
solutions into a coherent 
whole. 
Connects ideas or 
solutions in novel ways. 
Recognizes existing 
connections among 
ideas or solutions. 
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WRITTEN COMMUNICATION VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
Definition 
 Written communication is the development and expression of ideas in writing. Written communication involves learning to work in 
many genres and styles. It can involve working with many different writing technologies, and mixing texts, data, and images. Written 
communication abilities develop through iterative experiences across the curriculum. 
 
Framing Language 
 This writing rubric is designed for use in a wide variety of educational institutions. The most clear finding to emerge from decades 
of research on writing assessment is that the best writing assessments are locally determined and sensitive to local context and mission.  
Users of this rubric should, in the end, consider making adaptations and additions that clearly link the language of the rubric to individual 
campus contexts. 
 This rubric focuses assessment on how specific written work samples or collections of work respond to specific contexts. The central 
question guiding the rubric is "How well does writing respond to the needs of audience(s) for the work?" In focusing on this question the 
rubric does not attend to other aspects of writing that are equally important: issues of writing process, writing strategies, writers' fluency 
with different modes of textual production or publication, or writer's growing engagement with writing and disciplinarity through the 
process of writing.   
 Evaluators using this rubric must have information about the assignments or purposes for writing guiding writers' work. Also 
recommended is including  reflective work samples of collections of work that address such questions as: What decisions did the writer 
make about audience, purpose, and genre as s/he compiled the work in the portfolio? How are those choices evident in the writing -- in the 
content, organization and structure, reasoning, evidence, mechanical and surface conventions, and citational systems used in the writing? 
This will enable evaluators to have a clear sense of how writers understand the assignments and take it into consideration as they 
evaluate 
 The first section of this rubric addresses the context and purpose for writing.  A work sample or collections of work can convey the 
context and purpose for the writing tasks it showcases by including the writing assignments associated with work samples.  But writers 
may also convey the context and purpose for their writing within the texts.  It is important for faculty and institutions to include directions 
for students about how they should represent their writing contexts and purposes. 
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 Faculty interested in the research on writing assessment that has guided our work here can consult the National Council of 
Teachers of English/Council of Writing Program Administrators' White Paper on Writing Assessment (2008;  
www.wpacouncil.org/whitepaper) and the Conference on College Composition and Communication's Writing Assessment: A Position 
Statement (2008; www.ncte.org/cccc/resources/positions/123784.htm) 
 
Glossary 
The definitions that follow were developed to clarify terms and concepts used in this rubric only. 
• Content Development: The ways in which the text explores and represents its topic in relation to its audience and purpose. 
• Context of and purpose for writing:  The context of writing is the situation surrounding a text: who is reading it? who is writing it?  
Under what circumstances will the text be shared or circulated? What social or political factors might affect how the text is composed or 
interpreted?  The purpose for writing is the writer's intended effect on an audience.  Writers might want to persuade or inform; they might 
want to report or summarize information; they might want to work through complexity or confusion; they might want to argue with other 
writers, or connect with other writers; they might want to convey urgency or amuse; they might write for themselves or for an assignment 
or to remember. 
• Disciplinary conventions:  Formal and informal rules that constitute what is seen generally as appropriate within different 
academic fields, e.g. introductory strategies, use of passive voice or first person point of view, expectations for thesis or hypothesis, 
expectations for kinds of evidence and support that are appropriate to the task at hand, use of primary and secondary sources to provide 
evidence and support arguments and to document critical perspectives on the topic. Writers will incorporate sources according to 
disciplinary and genre conventions, according to the writer's purpose for the text. Through increasingly sophisticated use of sources, 
writers develop an ability to differentiate between their own ideas and the ideas of others, credit and build upon work already 
accomplished in the field or issue they are addressing, and provide meaningful examples to readers. 
• Evidence:  Source material that is used to extend, in purposeful ways, writers' ideas in a text. 
• Genre conventions:  Formal and informal rules for particular kinds of texts and/or media that guide formatting, organization, and 
stylistic choices, e.g. lab reports, academic papers, poetry, webpages, or personal essays. 
• Sources:   Texts (written, oral, behavioral, visual, or other) that writers draw on as they work for a variety of purposes -- to extend, 
argue with, develop, define, or shape their ideas, for example. 
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WRITTEN COMMUNICATION VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
Written communication is the development and expression of ideas in writing. Written communication involves learning to work in 
many genres and styles. It can involve working with many different writing technologies, and mixing texts, data, and images. Written 
communication abilities develop through iterative experiences across the curriculum. 
 
Evaluators are encouraged to assign a zero to any work sample or collection  
of work that does not meet benchmark (cell one) level performance. 
 Capstone 
4 
Milestones 
3    2 
Benchmark 
1 
Context of and Purpose 
for Writing 
Includes considerations 
of audience, purpose, 
and the circumstances 
surrounding the writing 
task(s). 
Demonstrates a thorough 
understanding of context, 
audience, and purpose that is 
responsive to the assigned 
task(s) and focuses all 
elements of the work. 
Demonstrates adequate 
consideration of context, 
audience, and purpose and 
a clear focus on the 
assigned task(s) (e.g., the 
task aligns with audience, 
purpose, and context). 
Demonstrates awareness 
of context, audience, 
purpose, and to the 
assigned tasks(s) (e.g., 
begins to show awareness 
of audience's perceptions 
and assumptions). 
Demonstrates minimal 
attention to context, 
audience, purpose, and 
to the assigned tasks(s) 
(e.g., expectation of 
instructor or self as 
audience). 
Content Development Uses appropriate, relevant, 
and compelling content to 
illustrate mastery of the 
subject, conveying the writer's 
understanding, and shaping 
the whole work. 
Uses appropriate, relevant, 
and compelling content to 
explore ideas within the 
context of the discipline 
and shape the whole work. 
 
Uses appropriate and 
relevant content to 
develop and explore ideas 
through most of the work. 
Uses appropriate and 
relevant content to 
develop simple ideas in 
some parts of the work. 
Genre and Disciplinary 
Conventions 
Formal and informal 
rules inherent in the 
expectations for writing 
in particular forms 
and/or academic fields 
(please see glossary). 
Demonstrates detailed 
attention to and successful 
execution of a wide range of 
conventions particular to a 
specific discipline and/or 
writing task (s) 
including  organization, 
content, presentation, 
formatting, and stylistic 
choices 
Demonstrates consistent 
use of important 
conventions particular to a 
specific discipline and/or 
writing task(s), including 
organization, content, 
presentation, and stylistic 
choices 
Follows expectations 
appropriate to a specific 
discipline and/or writing 
task(s) for basic 
organization, content, and 
presentation 
Attempts to use a 
consistent system for 
basic organization and 
presentation. 
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Sources and Evidence Demonstrates skillful use of 
high-quality, credible, relevant 
sources to develop ideas that 
are appropriate for the 
discipline and genre of the 
writing 
Demonstrates consistent 
use of credible, relevant 
sources to support ideas 
that are situated within 
the discipline and genre of 
the writing. 
Demonstrates an attempt 
to use credible and/or 
relevant sources to 
support ideas that are 
appropriate for the 
discipline and genre of the 
writing. 
Demonstrates an 
attempt to use sources 
to support ideas in the 
writing. 
Control of Syntax and 
Mechanics 
Uses graceful language that 
skillfully communicates 
meaning to readers with 
clarity and fluency, and is 
virtually error-free. 
Uses straightforward 
language that generally 
conveys meaning to 
readers. The language in 
the portfolio has few errors. 
Uses language that 
generally conveys 
meaning to readers with 
clarity, although writing 
may include some errors. 
Uses language that 
sometimes impedes 
meaning because of 
errors in usage. 
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ORAL COMMUNICATION VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
 The type of oral communication most likely to be included in a collection of student work is an oral presentation and therefore is 
the focus for the application of this rubric. 
 
Definition 
 Oral communication is a prepared, purposeful presentation designed to increase knowledge, to foster understanding, or to promote 
change in the listeners' attitudes, values, beliefs, or behaviors. 
 
Framing Language 
 Oral communication takes many forms.  This rubric is specifically designed to evaluate oral presentations of a single speaker at a 
time and is best applied to live or video-recorded presentations.  For panel presentations or group presentations, it is recommended that 
each speaker be evaluated separately.  This rubric best applies to presentations of sufficient length such that a central message is 
conveyed, supported by one or more forms of supporting materials and includes a purposeful organization. An oral answer to a single 
question not designed to be structured into a presentation does not readily apply to this rubric. 
 
Glossary 
The definitions that follow were developed to clarify terms and concepts used in this rubric only. 
• Central message:  The main point/thesis/"bottom line"/"take-away" of a presentation.  A clear central message is easy to identify; a 
compelling central message is also vivid and memorable. 
• Delivery techniques:  Posture, gestures, eye contact, and use of the voice.  Delivery techniques enhance the effectiveness of the 
presentation when the speaker stands and moves with authority, looks more often at the audience than at his/her speaking 
materials/notes, uses the voice expressively, and uses few vocal fillers ("um," "uh," "like," "you know," etc.). 
• Language:  Vocabulary, terminology, and sentence structure. Language that supports the effectiveness of a presentation is 
appropriate to the topic and audience, grammatical, clear, and free from bias. Language that enhances the effectiveness of a 
presentation is also vivid, imaginative, and expressive. 
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• Organization:  The grouping and sequencing of ideas and supporting material in a presentation. An organizational pattern that 
supports the effectiveness of a presentation typically includes an introduction, one or more identifiable sections in the body of the 
speech, and a conclusion. An organizational pattern that enhances the effectiveness of the presentation reflects a purposeful choice 
among possible alternatives, such as a chronological pattern, a problem-solution pattern, an analysis-of-parts pattern, etc., that 
makes the content of the presentation easier to follow and more likely to accomplish its purpose. 
Supporting material:  Explanations, examples, illustrations, statistics, analogies, quotations from relevant authorities, and other kinds of 
information or analysis that supports the principal ideas of the presentation.  Supporting material is generally credible when it is relevant 
and derived from reliable and appropriate sources.  Supporting material is highly credible when it is also vivid and varied across the types 
listed above (e.g., a mix of examples, statistics, and references to authorities).  Supporting material may also serve the purpose of 
establishing the speakers credibility.  For example, in presenting a creative work such as a dramatic reading of Shakespeare, supporting 
evidence may not advance the ideas of Shakespeare, but rather serve to establish the speaker as a credible Shakespearean 
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ORAL COMMUNICATION VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
 Oral communication is a prepared, purposeful presentation designed to increase knowledge, to foster understanding, or to promote 
change in the listeners' attitudes, values, beliefs, or behaviors. 
 
Evaluators are encouraged to assign a zero to any work sample or collection 
of work that does not meet benchmark (cell one) level performance. 
 
 Capstone 
4 
Milestones 
3   2 
Benchmark 
1 
Organi-
zation 
Organizational pattern (specific 
introduction and conclusion, 
sequenced material within the 
body, and transitions) is clearly 
and consistently observable and 
is skillful and makes the content 
of the presentation cohesive. 
Organizational pattern 
(specific introduction and 
conclusion, sequenced 
material within the body, 
and transitions) is clearly 
and consistently observable 
within the presentation. 
Organizational pattern 
(specific introduction and 
conclusion, sequenced 
material within the body, 
and transitions) is 
intermittently observable 
within the presentation. 
Organizational pattern (specific 
introduction and conclusion, 
sequenced material within the 
body, and transitions) is not 
observable within the 
presentation. 
Language Language choices are 
imaginative, memorable, and 
compelling, and enhance the 
effectiveness of the 
presentation. Language in 
presentation is appropriate to 
audience. 
Language choices are 
thoughtful and generally 
support the effectiveness of 
the presentation. Language 
in presentation is 
appropriate to audience. 
Language choices are 
mundane and 
commonplace and partially 
support the effectiveness of 
the presentation. Language 
in presentation is 
appropriate to audience. 
Language choices are unclear 
and minimally support the 
effectiveness of the 
presentation. Language in 
presentation is not appropriate 
to audience. 
Delivery Delivery techniques (posture, 
gesture, eye contact, and vocal 
expressiveness) make the 
presentation compelling, and 
speaker appears polished and 
confident. 
Delivery techniques 
(posture, gesture, eye 
contact, and vocal 
expressiveness) make the 
presentation interesting, 
and speaker appears 
comfortable. 
Delivery techniques 
(posture, gesture, eye 
contact, and vocal 
expressiveness) make the 
presentation 
understandable, and 
speaker appears tentative. 
Delivery techniques (posture, 
gesture, eye contact, and vocal 
expressiveness) detract from 
the understandability of the 
presentation, and speaker 
appears uncomfortable. 
Supporting 
Material 
A variety of types of supporting 
materials (explanations, 
Supporting materials 
(explanations, examples, 
Supporting materials 
(explanations, examples, 
Insufficient supporting 
materials (explanations, 
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examples, illustrations, 
statistics, analogies, quotations 
from relevant authorities) make 
appropriate reference to 
information or analysis that 
significantly supports the 
presentation or establishes the 
presenter's credibility/authority 
on the topic. 
illustrations, statistics, 
analogies, quotations from 
relevant authorities) make 
appropriate reference to 
information or analysis that 
generally supports the 
presentation or establishes 
the presenter's 
credibility/authority on the 
topic. 
illustrations, statistics, 
analogies, quotations from 
relevant authorities) make 
appropriate reference to 
information or analysis 
that partially supports the 
presentation or establishes 
the presenter's 
credibility/authority on the 
topic. 
examples, illustrations, 
statistics, analogies, quotations 
from relevant authorities) 
make reference to information 
or analysis that minimally 
supports the presentation or 
establishes the presenter's 
credibility/authority on the 
topic. 
Central 
Message 
Central message is compelling 
(precisely stated, appropriately 
repeated, memorable, and 
strongly supported.)  
Central message is clear 
and consistent with the 
supporting material. 
Central message is 
basically understandable 
but is not often repeated 
and is not memorable. 
Central message can be 
deduced, but is not explicitly 
stated in the presentation. 
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QUANTITATIVE LITERACY VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
Definition 
 Quantitative Literacy (QL) – also known as Numeracy or Quantitative Reasoning (QR) – is a "habit of mind," competency, and 
comfort in working with numerical data. Individuals with strong QL skills possess the ability to reason and solve quantitative problems 
from a wide array of authentic contexts and everyday life situations. They understand and can create sophisticated arguments supported 
by quantitative evidence and they can clearly communicate those arguments in a variety of formats (using words, tables, graphs, 
mathematical equations, etc., as appropriate). 
 
Quantitative Literacy Across the Disciplines 
 Current trends in general education reform demonstrate that faculty are recognizing the steadily growing importance of 
Quantitative Literacy (QL) in an increasingly quantitative and data-dense world. AAC&U’s recent survey showed that concerns about QL 
skills are shared by employers, who recognize that many of today’s students will need a wide range of high level quantitative skills to 
complete their work responsibilities. Virtually all of today’s students, regardless of career choice, will need basic QL skills such as the 
ability to draw information from charts, graphs, and geometric figures, and the ability to accurately complete straightforward estimations 
and calculations. 
 Preliminary efforts to find student work products which demonstrate QL skills proved a challenge in this rubric creation process.  
It’s possible to find pages of mathematical problems, but what those problem sets don’t demonstrate is whether the student was able to 
think about and understand the meaning of her work.  It’s possible to find research papers that include quantitative information, but those 
papers often don’t provide evidence that allows the evaluator to see how much of the thinking was done by the original source (often 
carefully cited in the paper) and how much was done by the student herself, or whether conclusions drawn from analysis of the source 
material are even accurate. 
 Given widespread agreement about the importance of QL, it becomes incumbent on faculty to develop new kinds of assignments 
which give students substantive, contextualized experience in using such skills as analyzing quantitative information, representing 
quantitative information in appropriate forms, completing calculations to answer meaningful questions, making judgments based on 
quantitative data and communicating the results of that work for various purposes and audiences.  As students gain experience with those 
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skills, faculty must develop assignments that require students to create work products which reveal their thought processes and 
demonstrate the range of their QL skills. 
 This rubric provides for faculty a definition for QL and a rubric describing four levels of QL achievement which might be observed 
in work products within work samples or collections of work.  Members of AAC&U’s rubric development team for QL hope that these 
materials will aid in the assessment of QL – but, equally important, we hope that they will help institutions and individuals in the effort to 
more thoroughly embed QL across the curriculum of colleges and universities. 
 
Framing Language 
 This rubric has been designed for the evaluation of work that addresses quantitative literacy (QL) in a substantive way.  QL is not 
just computation, not just the citing of someone else’s data.  QL is a habit of mind, a way of thinking about the world that relies on data 
and on the mathematical analysis of data to make connections and draw conclusions.  Teaching QL requires us to design assignments that 
address authentic, data-based problems.  Such assignments may call for the traditional written paper, but we can imagine other 
alternatives:  a video of a PowerPoint presentation, perhaps, or a well designed series of web pages.  In any case, a successful 
demonstration of QL will place the mathematical work in the context of a full and robust discussion of the underlying issues addressed by 
the assignment.   
 Finally, QL skills can be applied to a wide array of problems of varying difficulty, confounding the use of this rubric.  For example, 
the same student might demonstrate high levels of QL achievement when working on a simplistic problem and low levels of QL 
achievement when working on a very complex problem.  Thus, to accurately assess a students QL achievement it may be necessary to 
measure QL achievement within the context of problem complexity, much as is done in diving competitions where two scores are given, one 
for the difficulty of the dive, and the other for the skill in accomplish 
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QUANTITATIVE LITERACY VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
 Quantitative Literacy (QL) – also known as Numeracy or Quantitative Reasoning (QR) – is a "habit of mind," competency, and 
comfort in working with numerical data. Individuals with strong QL skills possess the ability to reason and solve quantitative problems 
from a wide array of authentic contexts and everyday life situations. They understand and can create sophisticated arguments supported 
by quantitative evidence and they can clearly communicate those arguments in a variety of formats (using words, tables, graphs, 
mathematical equations, etc., as appropriate). 
 
Evaluators are encouraged to assign a zero to any work sample or collection  
of work that does not meet benchmark (cell one) level performance. 
 
 Capstone 
4 
Milestones 
3    2 
 
1 
Interpretation 
Ability to explain 
information presented in 
mathematical forms (e.g., 
equations, graphs, 
diagrams, tables, words) 
Provides accurate 
explanations of information 
presented in mathematical 
forms. Makes appropriate 
inferences based on that 
information. For example, 
accurately explains the 
trend data shown in a 
graph and makes 
reasonable predictions 
regarding what the data 
suggest about future 
events. 
Provides accurate 
explanations of 
information presented 
in mathematical forms.  
For instance, accurately 
explains the trend data 
shown in a graph. 
Provides somewhat 
accurate explanations of 
information presented in 
mathematical forms, but 
occasionally makes minor 
errors related to 
computations or units.  
For instance, accurately 
explains trend data shown 
in a graph, but may 
miscalculate the slope of 
the trend line. 
Attempts to explain 
information presented in 
mathematical forms, but 
draws incorrect conclusions 
about what the information 
means.  For example, 
attempts to explain the trend 
data shown in a graph, but 
will frequently misinterpret 
the nature of that trend, 
perhaps by confusing positive 
and negative trends. 
Representation 
Ability to convert 
relevant information into 
various mathematical 
forms (e.g., equations, 
graphs, diagrams, tables, 
words) 
Skillfully converts relevant 
information into an 
insightful mathematical 
portrayal in a way that 
contributes to a further or 
deeper understanding. 
Competently converts 
relevant information 
into an appropriate and 
desired mathematical 
portrayal. 
Completes conversion of 
information but resulting 
mathematical portrayal is 
only partially appropriate 
or accurate. 
Completes conversion of 
information but resulting 
mathematical portrayal is 
inappropriate or inaccurate. 
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Calculation Calculations attempted are 
essentially all successful 
and sufficiently 
comprehensive to solve the 
problem. Calculations are 
also presented elegantly 
(clearly, concisely, etc.) 
Calculations attempted 
are essentially all 
successful and 
sufficiently 
comprehensive to solve 
the problem. 
Calculations attempted 
are either unsuccessful or 
represent only a portion of 
the calculations required 
to comprehensively solve 
the problem.  
Calculations are attempted 
but are both unsuccessful 
and are not comprehensive. 
Application / Analysis 
Ability to make 
judgments and draw 
appropriate 
conclusions based on the 
quantitative analysis of 
data, while recognizing 
the limits of this analysis 
Uses the quantitative 
analysis of data as the 
basis for deep and 
thoughtful judgments, 
drawing insightful, 
carefully qualified 
conclusions from this work. 
Uses the quantitative 
analysis of data as the 
basis for competent 
judgments, drawing 
reasonable and 
appropriately qualified 
conclusions from this 
work. 
Uses the quantitative 
analysis of data as the 
basis for workmanlike 
(without inspiration or 
nuance, ordinary) 
judgments, drawing 
plausible conclusions from 
this work. 
Uses the quantitative 
analysis of data as the basis 
for tentative, basic 
judgments, although is 
hesitant or uncertain about 
drawing conclusions from 
this work. 
Assumptions 
Ability to make and 
evaluate important 
assumptions in 
estimation, modeling, 
and data analysis 
Explicitly describes 
assumptions and provides 
compelling rationale for 
why each assumption is 
appropriate.  Shows 
awareness that confidence 
in final conclusions is 
limited by the accuracy of 
the assumptions. 
Explicitly describes 
assumptions and 
provides compelling 
rationale for why 
assumptions are 
appropriate. 
Explicitly describes 
assumptions. 
Attempts to describe 
assumptions. 
Communication 
Expressing quantitative 
evidence in support of 
the argument or purpose 
of the work (in terms of 
what evidence is used 
and how it is formatted, 
presented, and 
contextualized) 
Uses quantitative 
information in connection 
with the argument or 
purpose of the work, 
presents it in an effective 
format, and explicates it 
with consistently high 
quality. 
Uses quantitative 
information in 
connection with the 
argument or purpose of 
the work, though data 
may be presented in a 
less than completely 
effective format or some 
parts of the explication 
may be uneven. 
Uses quantitative 
information, but does not 
effectively connect it to the 
argument or purpose of 
the work. 
Presents an argument for 
which quantitative evidence 
is pertinent, but does not 
provide adequate explicit 
numerical support.  (May use 
quasi-quantitative words 
such as "many," "few," 
"increasing," "small," and the 
like in place of actual 
quantities.) 
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INFORMATION LITERACY VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. In July 2013, there was a correction to Dimension 3: Evaluate Information and its Sources 
Critically. 
 
Definition 
 The ability to know when there is a need for information, to be able to identify, locate, evaluate, and effectively and responsibly use 
and share that information for the problem at hand. - Adopted from the National Forum on Information Literacy 
 
Framing Language 
 This rubric is recommended for use evaluating a collection of work, rather than a single work sample in order to fully gauge 
students’ information skills. Ideally, a collection of work would contain a wide variety of different types of work and might include: research 
papers, editorials, speeches, grant proposals, marketing or business plans, PowerPoint presentations, posters, literature reviews, position 
papers, and argument critiques to name a few. In addition, a description of the assignments with the instructions that initiated the student 
work would be vital in providing the complete context for the work.  Although a student’s final work must stand on its own, evidence of a 
student’s research and information gathering processes, such as a research journal/diary, could provide further demonstration of a 
student’s information proficiency and for some criteria on this rubric would be required. 
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INFORMATION LITERACY VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
The ability to know when there is a need for information, to be able to identify, locate, evaluate, and effectively and responsibly use 
and share that information for the problem at hand. - The National Forum on Information Literacy 
 
Evaluators are encouraged to assign a zero to any work sample or collection  
of work that does not meet benchmark (cell one) level performance. 
 
 Capstone 
4 
Milestones 
3     2 
Benchmark 
1 
Determine the 
Extent of 
Information 
Needed 
Effectively defines the scope of the 
research question or thesis. 
Effectively determines key 
concepts. Types of information 
(sources) selected directly relate to 
concepts or answer research 
question. 
Defines the scope of the 
research question or thesis 
completely. Can determine key 
concepts. Types of information 
(sources) selected relate to 
concepts or answer research 
question. 
Defines the scope of the 
research question or thesis 
incompletely (parts are 
missing, remains too broad 
or too narrow, etc.). Can 
determine key concepts. 
Types of information 
(sources) selected partially 
relate to concepts or answer 
research question. 
Has difficulty defining the 
scope of the research question 
or thesis. Has difficulty 
determining key concepts. 
Types of information (sources) 
selected do not relate to 
concepts or answer research 
question. 
Access the 
Needed 
Information 
Accesses information using 
effective, well-designed search 
strategies and most appropriate 
information sources. 
Accesses information using 
variety of search strategies 
and some relevant information 
sources. Demonstrates ability 
to refine search. 
Accesses information using 
simple search strategies, 
retrieves information from 
limited and similar sources. 
Accesses information 
randomly, retrieves 
information that lacks 
relevance and quality.  
Evaluate 
Information 
and its Sources 
Critically* 
Chooses a variety of information 
sources appropriate to the scope 
and discipline of the research 
question. Selects sources after 
considering the importance (to the 
researched topic) of the multiple 
criteria used (such as relevance to 
the research question, currency, 
authority, audience, and bias or 
point of view.)  
Chooses a variety of 
information sources 
appropriate to the scope and 
discipline of the research 
question. Selects sources using 
multiple criteria (such as 
relevance to the research 
question, currency, and 
authority.) 
Chooses a variety of 
information sources. 
Selects sources using basic 
criteria (such as relevance 
to the research question 
and currency.) 
Chooses a few information 
sources. Selects sources using 
limited criteria (such as 
relevance to the research 
question.) 
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Use  
Information 
Effectively to 
Accomplish a 
Specific 
Purpose 
Communicates, organizes and 
synthesizes information from 
sources to fully achieve a specific 
purpose, with clarity and depth 
Communicates, organizes and 
synthesizes information from 
sources.  Intended purpose is 
achieved. 
Communicates and 
organizes information from 
sources. The information is 
not yet synthesized, so the 
intended purpose is not 
fully achieved. 
Communicates information 
from sources. The information 
is fragmented and/or used 
inappropriately (misquoted, 
taken out of context, or 
incorrectly paraphrased, etc.), 
so the intended purpose is not 
achieved. 
Access and Use 
Information 
Ethically and 
Legally 
Students use correctly all of the 
following information use 
strategies (use of citations and 
references; choice of paraphrasing, 
summary, or quoting; using 
information in ways that are true 
to original context; distinguishing 
between common knowledge and 
ideas requiring attribution) and 
demonstrate a full understanding 
of the ethical and legal 
restrictions on the use of 
published, confidential, and/or 
proprietary information. 
Students use correctly three of 
the following information use 
strategies (use of citations and 
references; choice of 
paraphrasing, summary, or 
quoting; using information in 
ways that are true to original 
context; distinguishing 
between common knowledge 
and ideas requiring 
attribution) and demonstrates 
a full understanding of the 
ethical and legal restrictions 
on the use of published, 
confidential, and/or 
proprietary information. 
Students use correctly two 
of the following information 
use strategies (use of 
citations and references; 
choice of paraphrasing, 
summary, or quoting; using 
information in ways that 
are true to original context; 
distinguishing between 
common knowledge and 
ideas requiring attribution) 
and demonstrates a full 
understanding of the 
ethical and legal 
restrictions on the use of 
published, confidential, 
and/or proprietary 
information. 
Students use correctly one of 
the following information use 
strategies (use of citations and 
references; choice of 
paraphrasing, summary, or 
quoting; using information in 
ways that are true to original 
context; distinguishing 
between common knowledge 
and ideas requiring 
attribution) and demonstrates 
a full understanding of the 
ethical and legal restrictions 
on the use of published, 
confidential, and/or 
proprietary information. 
 
*Corrected Dimension 3: Evaluate Information and its Sources Critically in July 2013 
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TEAMWORK VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
Definition 
 Teamwork is behaviors under the control of individual team members (effort they put into team tasks, their manner of interacting 
with others on team, and the quantity and quality of contributions they make to team discussions.) 
 
Framing Language 
 Students participate on many different teams, in many different settings.  For example, a given student may work on separate 
teams to complete a lab assignment, give an oral presentation, or complete a community service project.  Furthermore, the people the 
student works with are likely to be different in each of these different teams.  As a result, it is assumed that a work sample or collection of 
work that demonstrates a student’s teamwork skills could include a diverse range of inputs.  This rubric is designed to function across all 
of these different settings. 
 Two characteristics define the ways in which this rubric is to be used.  First, the rubric is meant to assess the teamwork of an 
individual student, not the team as a whole.  Therefore, it is possible for a student to receive high ratings, even if the team as a whole is 
rather flawed.  Similarly, a student could receive low ratings, even if the team as a whole works fairly well.  Second, this rubric is designed 
to measure the quality of a process, rather than the quality of an end product.  As a result, work samples or collections of work will need to 
include some evidence of the individual’s interactions within the team. The final product of the team’s work (e.g., a written lab report) is 
insufficient, as it does not provide insight into the functioning of the team. 
 It is recommended that work samples or collections of work for this outcome come from one (or more) of the following three 
sources: (1) students' own reflections about their contribution to a team's functioning; (2) evaluation or feedback from fellow team members 
about students' contribution to the team's functioning; or (3) the evaluation of an outside observer regarding students' contributions to a 
team's functioning.  These three sources differ considerably in the resource demands they place on an institution.  It is recommended that 
institutions using this rubric consider carefully the resources they are able to allocate to the assessment of teamwork and choose a means 
of compiling work samples or collections of work that best suits their priorities, needs, and abilities. 
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TEAMWORK VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
 Teamwork is behaviors under the control of individual team members (effort they put into team tasks, their manner of interacting 
with others on team, and the quantity and quality of contributions they make to team discussions.) 
 
Evaluators are encouraged to assign a zero to any work sample or collection 
of work that does not meet benchmark (cell one) level performance. 
 Capstone 
4 
Milestones Benchmark 
1 3 2 
Contributes to 
Team Meetings 
Helps the team move forward 
by articulating the merits of 
alternative ideas or proposals. 
Offers alternative solutions 
or courses of action that 
build on the ideas of others. 
Offers new suggestions to 
advance the work of the 
group. 
Shares ideas but does not 
advance the work of the 
group. 
Facilitates the 
Contributions of 
Team Members 
Engages team members in 
ways that facilitate their 
contributions to meetings by 
both constructively building 
upon or synthesizing the 
contributions of others as well 
as noticing when someone is 
not participating and inviting 
them to engage. 
Engages team members in 
ways that facilitate their 
contributions to meetings by 
constructively building upon 
or synthesizing the 
contributions of others. 
Engages team members in 
ways that facilitate their 
contributions to meetings by 
restating the views of other 
team members and/or 
asking questions for 
clarification. 
Engages team members by 
taking turns and listening 
to others without 
interrupting. 
Individual 
Contributions 
Outside of Team 
Meetings 
Completes all assigned tasks 
by deadline; 
work accomplished is thorough, 
comprehensive, and advances 
the project. 
Proactively helps other team 
members complete their 
assigned tasks to a similar 
level of excellence. 
Completes all assigned 
tasks by deadline; 
work accomplished is 
thorough, comprehensive, 
and advances the project. 
Completes all assigned 
tasks by deadline; 
work accomplished advances 
the project. 
Completes all assigned 
tasks by deadline. 
Fosters 
Constructive 
Team Climate 
Supports a constructive team 
climate by doing all of the 
following: 
Supports a constructive 
team climate by doing any 
three of the following: 
Supports a constructive 
team climate by doing any 
two of the following: 
Supports a constructive 
team climate by doing any 
one of the following: 
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• Treats team members 
respectfully by being polite 
and constructive in 
communication. 
• Uses positive vocal or 
written tone, facial 
expressions, and/or body 
language to convey a 
positive attitude about the 
team and its work. 
• Motivates teammates by 
expressing confidence about 
the importance of the task 
and the team's ability to 
accomplish it. 
• Provides assistance and/or 
encouragement to team 
members. 
• Treats team members 
respectfully by being 
polite and constructive 
in communication. 
• Uses positive vocal or 
written tone, facial 
expressions, and/or body 
language to convey a 
positive attitude about 
the team and its work. 
• Motivates teammates by 
expressing confidence 
about the importance of 
the task and the team's 
ability to accomplish it. 
• Provides assistance 
and/or encouragement to 
team members. 
• Treats team members 
respectfully by being 
polite and constructive in 
communication. 
• Uses positive vocal or 
written tone, facial 
expressions, and/or body 
language to convey a 
positive attitude about 
the team and its work. 
• Motivates teammates by 
expressing confidence 
about the importance of 
the task and the team's 
ability to accomplish it.  
• Provides assistance 
and/or encouragement to 
team members. 
• Treats team members 
respectfully by being 
polite and constructive 
in communication. 
• Uses positive vocal or 
written tone, facial 
expressions, and/or body 
language to convey a 
positive attitude about 
the team and its work. 
• Motivates teammates by 
expressing confidence 
about the importance of 
the task and the team's 
ability to accomplish it.  
• Provides assistance 
and/or encouragement to 
team members. 
Responds to 
Conflict 
Addresses destructive conflict 
directly and constructively, 
helping to manage/resolve it in 
a way that strengthens overall 
team cohesiveness and future 
effectiveness. 
Identifies and acknowledges 
conflict and stays engaged 
with it. 
Redirecting focus toward 
common ground, toward 
task at hand (away from 
conflict). 
Passively accepts alternate 
viewpoints/ideas/opinions. 
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PROBLEM SOLVING VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
 The VALUE rubrics were developed by teams of faculty experts representing colleges and universities across the United States 
through a process that examined many existing campus rubrics and related documents for each learning outcome and incorporated 
additional feedback from faculty. The rubrics articulate fundamental criteria for each learning outcome, with performance descriptors 
demonstrating progressively more sophisticated levels of attainment. The rubrics are intended for institutional-level use in evaluating and 
discussing student learning, not for grading. The core expectations articulated in all 15 of the VALUE rubrics can and should be translated 
into the language of individual campuses, disciplines, and even courses.  The utility of the VALUE rubrics is to position learning at all 
undergraduate levels within a basic framework of expectations such that evidence of learning can by shared nationally through a common 
dialog and understanding of student success. 
 
Definition 
 Problem solving is the process of designing, evaluating and implementing a strategy to answer an open-ended question or achieve 
a desired goal. 
 
Framing Language 
 Problem-solving covers a wide range of activities that may vary significantly across disciplines.  Activities that encompass 
problem-solving by students may involve problems that range from well-defined to ambiguous in a simulated or laboratory context, or in 
real-world settings.  This rubric distills the common elements of most problem-solving contexts and is designed to function across all 
disciplines.  It is broad-based enough to allow for individual differences among learners, yet is concise and descriptive in its scope to 
determine how well students have maximized their respective abilities to practice thinking through problems in order to reach solutions. 
 This rubric is designed to measure the quality of a process, rather than the quality of an end-product.  As a result, work samples or 
collections of work will need to include some evidence of the individual’s thinking about a problem-solving task (e.g., reflections on the 
process from problem to proposed solution; steps in a problem-based learning assignment; record of think-aloud protocol while solving a 
problem).  The final product of an assignment that required problem resolution is insufficient without insight into the student’s problem-
solving process.  Because the focus is on institutional level assessment, scoring team projects, such as those developed in capstone courses, 
may be appropriate as well. 
 
Glossary 
The definitions that follow were developed to clarify terms and concepts used in this rubric only. 
• Contextual Factors:  Constraints (such as limits on cost), resources, attitudes (such as biases) and desired additional knowledge 
which affect how the problem can be best solved in the real world or simulated setting. 
• Critique:  Involves analysis and synthesis of a full range of perspectives. 
• Feasible:  Workable, in consideration of time-frame, functionality, available resources, necessary buy-in, and limits of the 
assignment or task. 
  
1
9
5
 
• “Off the shelf”solution:  A simplistic option that is familiar from everyday experience but not tailored to the problem at hand (e.g. 
holding a bake sale to "save" an underfunded public library). 
• Solution:  An appropriate response to a challenge or a problem. 
• Strategy:  A plan of action or an approach designed to arrive at a solution. ( If the problem is a river that needs to be crossed, there 
could be a construction-oriented, cooperative (build a bridge with your community) approach and a personally oriented, physical 
(swim across alone) approach.  An approach that partially applies would be a personal, physical approach for someone who doesn't 
know how to swim. 
• Support:  Specific rationale, evidence, etc. for solution or selection of solution.
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PROBLEM SOLVING VALUE RUBRIC 
for more information, please contact value@aacu.org 
 
Definition 
Problem solving is the process of designing, evaluating, and implementing a strategy to answer an open-ended question or achieve 
a desired goal. 
 
Evaluators are encouraged to assign a zero to any work sample or collection 
of work that does not meet benchmark (cell one) level performance. 
 
 Capstone 
4 
Milestones 
3    2 
Benchmark 
1 
Define 
Problem 
Demonstrates the ability to 
construct a clear and insightful 
problem statement with 
evidence of all relevant 
contextual factors. 
Demonstrates the ability to 
construct a problem statement 
with evidence of most relevant 
contextual factors, and problem 
statement is adequately 
detailed. 
Begins to demonstrate the 
ability to construct a problem 
statement with evidence of 
most relevant contextual 
factors, but problem 
statement is superficial. 
Demonstrates a limited 
ability in identifying a 
problem statement or 
related contextual factors. 
Identify 
Strategies 
Identifies multiple approaches 
for solving the problem that 
apply within a specific context. 
Identifies multiple approaches 
for solving the problem, only 
some of which apply within a 
specific context. 
Identifies only a single 
approach for solving the 
problem that does apply 
within a specific context. 
Identifies one or more 
approaches for solving the 
problem that do not apply 
within a specific context. 
Propose 
Solutions/ 
Hypotheses 
Proposes one or more 
solutions/hypotheses that 
indicates a deep comprehension 
of the problem. 
Solution/hypotheses are 
sensitive to contextual factors 
as well as all of the following: 
ethical, logical, and cultural 
dimensions of the problem. 
Proposes one or more 
solutions/hypotheses that 
indicates comprehension of the 
problem. Solutions/hypotheses 
are sensitive to contextual 
factors as well as the one of the 
following:  ethical, logical, or 
cultural dimensions of the 
problem. 
Proposes one 
solution/hypothesis that is 
“off the shelf” rather than 
individually designed to 
address the specific 
contextual factors of the 
problem. 
Proposes a 
solution/hypothesis that is 
difficult to evaluate 
because it is vague or only 
indirectly addresses the 
problem statement. 
Evaluate 
Potential 
Solutions 
Evaluation of solutions is deep 
and elegant (for example, 
contains thorough and 
insightful explanation) and 
includes, deeply and 
Evaluation of solutions is 
adequate (for example, 
contains thorough explanation) 
and includes the following: 
considers history of problem, 
Evaluation of solutions is 
brief (for example, 
explanation lacks depth) and 
includes the following: 
considers history of problem, 
Evaluation of solutions is 
superficial (for example, 
contains cursory, surface 
level explanation) and 
includes the following: 
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thoroughly, all of the following: 
considers history of problem, 
reviews logic/reasoning, 
examines feasibility of solution, 
and weighs impacts of solution. 
reviews logic/reasoning, 
examines feasibility of solution, 
and weighs impacts of solution. 
reviews logic/reasoning, 
examines feasibility of 
solution, and weighs impacts 
of solution. 
considers history of 
problem, reviews 
logic/reasoning, examines 
feasibility of solution, and 
weighs impacts of 
solution. 
Implement 
Solution 
Implements the solution in a 
manner that addresses 
thoroughly and deeply multiple 
contextual factors of the 
problem. 
Implements the solution in a 
manner that addresses 
multiple contextual factors of 
the problem in a surface 
manner. 
Implements the solution in a 
manner that addresses the 
problem statement but 
ignores relevant contextual 
factors. 
Implements the solution 
in a manner that does not 
directly address the 
problem statement. 
Evaluate 
Outcomes 
Reviews results relative to the 
problem defined with thorough, 
specific considerations of need 
for further work. 
Reviews results relative to the 
problem defined with some 
consideration of need for 
further work. 
Reviews results in terms of 
the problem defined with 
little, if any, consideration of 
need for further work. 
Reviews results 
superficially in terms of 
the problem defined with 
no consideration of need 
for further work 
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Appendix C 
C-1: Informed Consent Form for Online Survey 
C-2: Informed Consent Form for Interviews 
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C-1: Informed Consent From for Online Survey 
Protocol Title: Experiences of recent college graduates in the workforce 
Principal Investigator: Brad Peloquin 
Description of Subject Population:  Graduates of undergraduate programs 
Version Date:  May 31, 2014 
  
Purpose of the study 
  
This is a research study being conducted by Brad Daniel Peloquin, doctoral 
student at Boston University School of Education, Boston, MA.  The purpose 
of this study is to examine the workplace experiences of recent college 
graduates.   
  
We will refer to Brad Daniel Peloquin as the “researcher” throughout this 
form.  
  
Explanation of Procedures: 
  
You will complete a survey, which will take approximately 15–20 minutes to 
complete.  The survey includes questions about where you attended college, 
your degree and major field of study, overall GPA, and current employment 
status. Other survey questions will address your perceptions of skills used in 
the workplace and the relationship of those skills to your undergraduate 
experiences.     We also will ask for some demographic information (age, 
gender identity, and race/ethnicity). 
  
Based on your answers to the questionnaire, a small percentage of 
participants will be invited to participate in a second phase study involving a 
single interview session to be scheduled at a future point with the 
researcher.  
  
What are the risks of taking part in this research study? 
  
You will not be at physical or psychological risk and should experience no 
discomfort resulting from participating in this survey. 
  
Are there any benefits from being in this research study? 
  
There are no direct benefits from participating in the research study. You will 
be contributing to knowledge about recent college graduates' experiences in 
 202 
the workforce.   In addition, you will be given the option to be entered in a 
drawing for one of four $100 amazon gift certificates. After we have finished 
data collection, we will conduct the drawing, scheduled for approximately 
May 1, 2015.   Winners will receive the gift certificate via e-mail. 
 
Confidentiality 
  
Your responses will be kept completely confidential. We will NOT know your 
IP address when you respond to the Internet survey. You will be given the 
option to provide your e-mail address separately when you complete the 
Internet survey so that we can enter you in the drawing for the Amazon gift 
certificates. Your email address will not be stored with the data from your 
survey. Instead, you will be assigned a participant number, and only the 
participant number will appear with your survey responses. Only the 
researchers will see your individual survey responses. The list of e-mail 
addresses of our participants registering for the drawing will be stored 
electronically in a password-protected folder. 
  
 
What alternatives are available? 
  
Your participation is voluntary; you may choose not to take part in this 
research study.  You are free to withdraw your participation from this study 
at any time.  If you do not want to continue, you can simply leave this 
website.  If you finish the survey, you will be provided the opportunity to be 
entered in the drawing. The number of questions you answer will not affect 
your chances of winning the gift certificate. 
  
If I have any questions or concerns about this research study, who can I talk 
to? 
  
You can contact us with any concerns or questions. Our contact emails are 
listed below:  
  
Brad Peloquin (Researcher)                         Kathleen Vaughn, EdD (Advisor)  
bdpelo@bu.edu                                              sed65pc@bu.edu 
  
If you have questions about your rights as a research subject or want to 
speak with someone independent of the research team, you may contact the 
Boston University IRB directly at 617-358-6115. 
 By beginning the survey, you acknowledge that you have read this 
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information and agree to participate in this research, with the knowledge 
that you are free to withdraw your participation at any time without penalty. 
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C-2 Consent Form for Interviews 
 
Protocol Title: Experiences of recent college graduates in the workforce 
Principal Investigator: Brad Peloquin 
Description of Subject Population:  Graduates of undergraduate programs 
Version Date:  May 31, 2014 
  
Introduction 
 
Please read this form carefully.  The purpose of this form is to provide you 
with important information about taking part in a research study.  If any of 
the statements or words in this form are unclear, please let us know. We 
would be happy to answer any questions.  If you have any questions about 
the research or any portion of this form, please ask.  Taking part in this 
research study is up to you.  If you decide to take part in this research study 
we will ask you to sign this form.  We will give you a copy of the signed form. 
 
The person in charge of this study is Brad Daniel Peloquin.  Brad Peloquin 
can be reached at Boston University, School of Education, 2 Silber Way, 
Boston, MA 02215, e-mail: bdpelo@bu.edu. 
 
We will refer to Brad Daniel Peloquin as the “researcher” throughout this 
form.  
 
Explanation of Procedures: 
 
The purpose of this study is to understand the work experiences of recent 
college graduates.  We will ask you about your workplace experiences in the 
current company(ies) where you are employed and about your experiences as 
a recent college graduate.  We are asking you to take part in this study 
because you are a recent graduate of a college or university, and are 
employed in the workforce.  
 
The interview will be approximately 90 minutes in length.   
 
Audio recording 
 
If you agree to participate in an interview session, we would like to audio 
record the interview session during this study.  If you are audio recorded it 
will not be possible to identify you in the audio recording.   We will store the 
audio recording digitally in a password-protected computer and only 
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approved study staff will be able to listen to the audio recording.  We will 
label these audio recordings with a code instead of your name.  The key to the 
code connects your name to your audio recording.  The researcher will keep 
the key to the code in a password-protected computer.  The recordings will be 
kept for a period of one (1) year after the date of the interview.   
 
Do you agree to let us audio record you if invited for an interview during this 
study? 
 
______YES   ______NO  _______INITIALS 
 
Study Participation and Early Withdrawal 
 
Taking part in this study is your choice.  You are free not to take part or to 
withdraw at any time for any reason.  If you decide to withdraw from this 
study, the information that you have already provided will be kept 
confidential. 
 
What are the risks of taking part in this research study? 
 
You will not be at physical or psychological risk and should experience no 
discomfort resulting from participating in the interview.  
 
Are there any benefits from being in this research study? 
 
There are no expected benefits to you from taking part in this research.  
Others may benefit in the future from the information that is learned in this 
study. 
 
What alternatives are available? 
 
You may choose not to take part in this research study. 
 
Will I get paid for taking part in this research study?   
 
There is no compensation for the research study. 
 
What will it cost me to take part in this research study? 
 
There are no costs to you for taking part in this research study. 
If I have any questions or concerns about this research study, who can I talk 
to? 
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You can contact us with any concerns or questions. Our contact emails are 
listed below:   
 
Brad Peloquin (Researcher)    Kathleen Vaughn, EdD 
(Advisor)  
bdpelo@bu.edu     sed65pc@bu.edu  
 
If you have questions about your rights as a research subject or want to 
speak with someone independent of the research team, you may contact the 
Boston University IRB directly at 617-358-6115.  
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Appendix D 
D-1: Participant Survey 
D-2: Interview Protocol 
  
 208 
D-1: Participant Survey 
(Administered using Boston University instance of Qualtrics survey tool) 
 
Section One – Education and Employment Background 
 
Q1: What college did you attend for your undergraduate studies? (Please 
write out the college name in full, e.g. “University of California – Berkley”)  
 
Q2: Degree earned (drop down): 
o Bachelor of Arts   
o Bachelor of Science 
o Associates Degree 
o Did not receive a degree 
o Other 
 
Q3: Please select the program below that most closely matches your 
undergraduate major. If you are unsure, please select "Other (please specify)". 
(Drop down – Appendix A: Map to Dept of Education CIP code) 
 
Q4: Year of Graduation (Numerical):  YYYY 
 
Q5: What was your overall Grade Point Average in your undergraduate 
program? (Please express as N.NN  – ex: 3.10) (Numerical) 
 
Q6: What is your current employment status? (Dropdown) 
o Unemployed 
o Contractor/freelancer 
o Part-time employee 
o Full-time employee 
 
IF Employment Status = Unemployed GOTO ENDSURVEY  
ELSE BLOCK 
 
Q7:  Please select the job classification below that best describes your 
current occupation.  If you are unsure, please select "Other (please 
specify)” (Drop Down – Appendix B:  Map to Department of labor 
classification) 
 
Q8:  Number of months worked since graduation (Numerical): NNN 
 
Q9:  Do you receive compensation for your job? (Yes, No) 
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ENDBLOCK 
 
Section Two – Skills in the Workplace 
 
Consider the following statement:  “Critical thinking is a habit of mind 
characterized by the comprehensive exploration of issues, ideas, artifacts, and 
events before accepting or formulating an opinion or conclusion.” 
 
Q10: Within your job responsibilities and activities, how important is the use 
of critical thinking? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q11: How much did your academic experiences in college contribute to 
developing your critical thinking skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
Q12: In your judgment, how much does your employer value the quality of 
critical thinking as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Creative thinking is both the capacity to 
combine or synthesize existing ideas, images, or expertise in original ways 
and the experience of thinking, reacting, and working in an imaginative way 
characterized by a high degree of innovation, divergent thinking, and risk 
taking”.   
 
Q13: Within your job responsibilities and activities, how important is the use 
of creative thinking? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q14: How much did your academic experiences in college contribute to 
developing your creative thinking skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
Q15: In your judgment, how much does your employer value the quality of 
creative thinking as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Written communication is the 
development and expression of ideas in writing.  Written communication 
involves learning to work in many genres and styles.  It can involve working 
with many different writing technologies, and mixing texts, data, and 
images”.   
 
Q16: Within your job responsibilities and activities, how important is the use 
of written communication? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q17: How much did your academic experiences in college contribute to 
developing your written communication skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
 
Q18: In your judgment, how much does your employer value the quality of 
written communication as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Information literacy is the ability to know 
when there is a need for information, to be able to identify, locate, evaluate, 
and effectively and responsibly use and share that information for the 
problem at hand”.  
 
Q19: Within your job responsibilities and activities, how important is the 
ability of information literacy? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q20: How much did your academic experiences in college contribute to 
developing your information literacy skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
Q21: In your judgment, how much does your employer value the quality of 
information literacy as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Problem solving is the process of 
designing, evaluating, and implementing a strategy to answer an open-ended 
question or achieve a desired goal”.  
 
Q22: Within your job responsibilities and activities, how important is the 
application of problem solving? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q23: How much did your academic experiences in college contribute to 
developing your problem solving skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
 
Q24: In your judgment, how much does your employer value the quality of 
problem solving as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Teamwork is behaviors under the control 
of individual team members (effort put into team tasks, the manner of 
interacting with others on a team, and the quantity and quality of 
contributions made to team discussions)”.   
 
Q25: Within your job responsibilities and activities, how important is 
teamwork? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q26: How much did your academic experiences in college contribute to 
developing your teamwork skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
Q27: In your judgment, how much does your employer value the quality 
teamwork as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Quantitative literacy is a “habit of mind,” 
competency, and comfort in working with numerical data.  Quantitative 
literacy involves the ability to reason and solve quantitative problems from a 
wide array of authentic contexts and everyday life situations.   Quantitative 
literacy also involves creating and supporting arguments by use of 
quantitative evidence in a variety of formats using words, tables, graphs, 
mathematical equations, etc. as appropriate”.  
 
Q28: Within your job responsibilities and activities, how important is the use 
of quantitative literacy? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q29: How much did your academic experiences in college contribute to 
developing your quantitative literacy skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
Q30: In your judgment, how much does your employer value the quality of 
quantitative literacy as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Consider the following statement:  “Oral communication is a prepared, 
purposeful presentation designed to increase knowledge, to foster 
understanding, or to promote change in the listeners’ attitudes, values, 
beliefs, or behaviors”.  
 
Q31: Within your job responsibilities and activities, how important is the 
ability of oral communication? 
 
1. Not at all important 
2. Slightly important 
3. Moderately important 
4. Very Important 
5. Extremely important 
 
Q32: How much did your academic experiences in college contribute to 
developing your oral communication skills as applied in the workplace?  
 
1. Did not contribute 
2. Slightly contributed 
3. Moderately contributed 
4. Strongly contributed 
5. Completely contributed 
 
Q33: In your judgment, how much does your employer value the quality of 
oral communication as it applies to your job responsibilities? 
 
1. Does not value 
2. Slightly values 
3. Moderately values 
4. Strongly values 
5. Completely values 
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Please provide your answers to the statements below: 
 
Q34: I feel that my undergraduate educational experiences prepared me with 
the skills to be successful in the workplace. 
1. Strongly disagree 
2. Moderately disagree 
3. Slightly disagree 
4. Slightly agree 
5. Moderately agree 
6. Strongly agree 
 
Q35: I feel successful in my job. 
1. Strongly disagree 
2. Moderately disagree 
3. Slightly disagree 
4. Slightly agree 
5. Moderately agree 
6. Strongly agree 
Q36: I feel I have the skills necessary to be successful in my career. 
1. Strongly disagree 
2. Moderately disagree 
3. Slightly disagree 
4. Slightly agree 
5. Moderately agree 
6. Strongly agree 
Q37: On what skills are you assessed in your job performance appraisal or 
annual review? (Select all that apply) 
 Critical thinking 
 Creative thinking 
 Written communication 
 Information literacy 
 Problem solving 
 Teamwork 
 Quantitative literacy 
 Oral communication 
 I am not assessed on any of these skills  
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Section Three – Demographic Information  
 
Thank you for completing the survey.  This final section asks additional 
demographic information.  Your responses in this final section will provide 
much valued and richer insight to the research study: 
 
Q38: Please provide your year of birth: (numerical) YYYY 
 
Q39: What is your gender? (dropdown - Male, Female, Not Specified) 
 
Q40: Are you a US Citizen or a US Permanent Resident?: (Yes/No) 
 
BLOCKLOGIC IF (US Citizen or US Permanent Resident=Yes) THEN 
 
Ethnicity (Optional) 
 
Q41: Do you consider yourself to be of Hispanic origin?    
o Yes, Hispanic/Latino/Latina 
o No, not Hispanic/Latino/Latina   
     Race (Optional) 
  
Q42: Which of the following best describe your race? Please mark one or 
more races.    
 American Indian or Alaska Native   
 Asian   
 Black or African-American  
 Native Hawaiian or Other Pacific Islander  
 White   
ENDBLOCK 
 
Q43: Do you currently reside in the United States? (Yes/No) 
 
BLOCKLOGIC IF “Yes” THEN 
 
   Q44:  In which state do you reside? (Dropdown – US States) 
 
ENDBLOCK 
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BLOCKLOGIC IF (Degree Earned = “Bachelor of Arts” AND Employment 
Status = “Full-time”) THEN 
 
Q44: As a graduate with a Bachelor of Arts degree, you are eligible to 
participate in a second phase of this research study: A 45–60 minute 
interview about your job experiences.  If you are selected for the 
interview, you will receive a $25 Amazon gift certificate.  Would you be 
willing to participate in this second phase of the research study? 
(Yes/No) 
 
BLOCKLOGIC IF “Yes” THEN  
[Link to separate registration to preserve anonymity of 
participant] 
ENDBLOCK 
 
ENDBLOCK 
  
 
ENDSURVEY 
 
• Thank you for your participation.  If you would like register for a 
chance for a drawing of one of four $100 Amazon gift certificates, 
please register at [link to separate registration to preserve anonymity 
of participant]  
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C-2:  Interview Protocol 
Liberal Arts Graduates and their Employment Experiences 
Investigator: Brad D. Peloquin 
Higher Education Policy Program 
Boston University 
 
1. First, could you tell me about your undergraduate background? What 
year you graduated from college and what was your major? 
 
2. Could you take five minutes and provide me with an overview of your 
job(s)?  Tell me your job title.  How long you have worked for your 
employer. Tell me about the organization(s) itself/themselves and then 
about the nature of your position(s). 
 
3. How are you required to report or demonstrate your work to your 
employer?   For example, do you and your employer define a set of job 
or performance objectives?   If so, are these processes helpful? 
 
Information Literacy 
 
4. I would like to focus on the ways in which your job may require you to 
acquire information.  Specifically the ability to identify, locate, 
evaluate, and share that information for a problem or task at hand.    
a. Can you think of instances that emphasized your ability to know 
when there was a need for information, how you obtained the 
information, and how you shared that information in the 
workplace?   
b. If so, can you share some of them, especially in light of your 
experiences as a liberal arts major?   
 
 Problem Solving 
 
5. Can you provide any examples where you have needed to investigate a 
work related issue or problem, what you did to respond to the 
issue/problem, and how did you arrived at your final conclusion of the 
issue?  
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6. Can you provide examples of instances when you were presented with 
an open-ended task or desired goal and the steps you took to complete 
the task or meet the goal?   
 
Written and oral communication 
 
7. I would like to turn now to a consideration of written and oral 
communication used in your job.  Can you describe ways in which you 
were able to develop these writing and oral skills?   
Critical Thinking 
 
8.  I would like you to think of complex tasks that may require advance 
reasoning or analytical abilities-what I will refer to as critical thinking 
skills.  Can you think of instances when you were able to develop your 
ability to perform complex tasks rationally, logically, and analytically?  
If so, can you also link those critical thinking skills to your experience 
as a liberal arts major?  
 
Creative Thinking 
 
9. I like you to focus now on ways that may require you to combine or 
synthesize existing ideas, images, or expertise in original ways-what I 
will refer to as creative thinking skills.   
a. Can you think of experiences when you were able to think, react, 
or work in an imaginative way?   
b. If so, can you also link those creative thinking skills to your 
experience as a liberal arts major?  
 
Quantitative Literacy 
 
10. Q: I like you to focus for a moment on ways you work with numerical 
data in your workplace-what I’ll refer to as “Quantitative Literacy”.   
a. Can you think of experiences when you were able to reason and 
solve quantitative problems from a wide array of contexts and 
everyday work situations?   
b. If so, can you also link those quantitative literacy skills to your 
experience as a liberal arts major?  
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Teamwork 
 
11. I would like to ask you a series of questions that reflect on your 
experiences as a member of a team within your workplace.   
a. Can you think of experiences where you are able to individually 
contribute both within and outside of team meetings?   
b. Can you share with me instances where you fostered a 
constructive team climate?    
c. Can you think of experiences where you had to respond to team 
conflict?   
d. Reviewing what you’ve said about contributing within and 
outside of team meetings, fostering a constructive team climate; 
and responding to team conflict, can you also link those team 
experiences to your experiences as a liberal arts major?   
 
12. Q: As a graduate of a liberal arts program, do you feel that the 
organization(s) where you work expect or value an appreciation for the 
liberal arts in its employees? 
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Participant Survey Recruitment Guidelines 
Researcher: Brad Peloquin, Boston University School of Education 
E-mail:  bdpelo@bu.edu 
Phone: 617-834-5974 
 
Below are instructions for distribution of our online survey designed to help 
understand the experiences of recent college graduates in the workplace.  In 
order to help maximize participation, we ask that two reminder emails be 
sent in addition to the initial email.  The first reminder is to be sent one week 
after the initial email; the final reminder is to be sent one week later (two 
weeks after the initial email).  The Researcher will close access to the survey 
one week later (three weeks after the initial email).  
 
Below we have outlined steps to assist in the dissemination of the initial 
survey and the two reminders of the online survey link via your institutional 
email distribution method.  
 
General Instructions 
 
1) The target population for the e-mail is 2013 graduates of your institution.  
If students graduate at different terms during the year (e.g. Spring, 
Summer, Winter), all would be appropriate participants.   
 
2)  In order to assess response rate to the survey, please provide the 
Researcher with the total number of participants you have selected to e-
mail. 
 
3) If you would like to include a campus contact for students to ask questions 
about the survey, please add this at the end of the text.  Otherwise, 
students will receive contact information for the Researcher once they 
follow the link to the survey.  The Researcher contact is provided for 
students to ask questions about the survey, get help with any technical 
problems, or voice concerns about the survey. 
 
4) Finally, please verify that email addresses or listserv accounts are 
included in the BCC line prior to sending the email.  This will ensure that 
participants are unable to see other emails in the blast and will 
discourage others from responding to the email. 
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Instructions for sending initial survey request:  
 
1) For the subject line, please copy and paste the following text: College 
Graduate Survey – Complete entry for chance to win one of four $100 
Amazon gift certificates. 
 
2) For the body of the email, please copy and paste the bolded text in the box 
below.  For the highlighted text, please customize your university and/or 
campus to indicate to students who is endorsing this email. 
 
[Enter University/College Name] has partnered with Brad Peloquin, a 
doctoral researcher at Boston University, to conduct a survey to learn more 
about the workplace experiences of recent college graduates. 
 
 
We invite you to participate in our anonymous and confidential survey so 
that your thoughts and opinions can be heard.  The survey should take you 
approximately 15–20 minutes to complete.  As appreciation for your 
participation and time spent filling out the survey, you will have the 
opportunity to enter your email address for an opportunity to win one of 
four $100 Amazon gift certificates.  Participation in the survey is voluntary 
and confidential, and you can withdraw at any point. 
 
If you are interested in participating, please follow this link 
https://bostonu.qualtrics.com/SE/?SID=SV_6fhJ41wAwcVDvN3 where we 
will provide you with more information about the survey and your 
participation. 
 
Thank you!  
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Instructions for sending 1st participant survey reminder: 
 
1) For the subject line, please copy and paste the following text: Reminder: 
Recent College Graduate Survey – Complete entry for chance to win one of 
four $100 Amazon gift certificates. 
 
2) For the body of the email, please copy and paste the bolded text in the box 
below.  For the highlighted text, please customize your university and/or 
campus to indicate to students who is endorsing this email. 
 
[Enter University/College Name] has partnered with Brad Peloquin, a 
doctoral researcher at Boston University, to conduct a survey to learn 
more about the workplace experiences of recent college graduates. 
 
If you have already responded, thank you and please ignore this email. If 
you haven’t responded, we still very much want to hear your opinions. 
 
We invite you to participate in our anonymous and confidential survey so 
that your thoughts and opinions can be heard.  The survey should take 
you approximately 15–20 minutes to complete.  As appreciation for your 
participation and time spent filling out the survey, you will have the 
opportunity to enter your email address for an opportunity to win one of 
four $100 Amazon gift certificates.  Participation in the survey is 
voluntary and confidential, and you can withdraw at any point. 
 
If you are interested in participating, please follow this link 
https://bostonu.qualtrics.com/SE/?SID=SV_6fhJ41wAwcVDvN3 where we 
will provide you with more information about the survey and your 
participation. 
 
Thank you! 
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Instructions for sending 2nd student survey reminder: 
 
1) For the subject line, please copy and paste the following text: “Final 
Reminder: Recent College Graduate Survey – Complete entry for chance 
to win one of four $100 Amazon gift certificates. 
2) For the body of the email, please copy and paste the bolded text in the box 
below.  For the highlighted text, please customize your university and/or 
campus to indicate to students who is endorsing this email. 
 
[Enter University/College Name] has partnered with Brad Peloquin, a 
doctoral researcher at Boston University, to conduct a survey to learn 
more about the workplace experiences of recent college graduates. 
 
If you have already responded, thank you and please ignore this email. If 
you haven’t responded, we still very much want to hear your opinions.  
The survey will close one week from today. 
 
We invite you to participate in our anonymous and confidential survey so 
that your thoughts and opinions can be heard.  The survey should take 
you approximately 15–20 minutes to complete.  As appreciation for your 
participation and time spent filling out the survey, you will have the 
opportunity to enter your email address for an opportunity to win one of 
four $100 Amazon gift certificates.  Participation in the survey is 
voluntary and confidential, and you can withdraw at any point. 
 
If you are interested in participating, please follow this link 
https://bostonu.qualtrics.com/SE/?SID=SV_6fhJ41wAwcVDvN3, where we 
will provide you with more information about the survey and your 
participation. 
 
Thank you! 
 
3) The Researcher will close access to the survey one week later (three weeks 
after the initial email).  
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Table F-1: Academic Major Subject Table 
(Department of Education – Classification of Programs (CIP) 
Academic Subject Code Domain 
English Language and Literature/Letters 10 HU 
Foreign Languages, Literatures, and Linguistics 11 HU 
History (any) 15 HU 
Liberal Studies and Humanities 17 HU 
Philosophy and Religious Studies 20 HU 
Theology 26 HU 
Visual and Performing Arts (any) 27 HU 
Architectural studies 28 HU 
Mathematics and Statistics 18 MCS 
Computer Sciences 29 MCS 
Astronomy and Astrophysics 4 NS 
Atmospheric Sciences and Meteorology 5 NS 
Biology/Biological Sciences 6 NS 
Chemistry (any) 7 NS 
Ecology, Evolution, Systematics, and Population Biology 8 NS 
Neurobiology and Neuroscience 19 NS 
Physiology, Pathology and Related Sciences 22 NS 
Geography 13 PS 
Geological and Earth Sciences 14 PS 
Physics (any) 21 PS 
Anthropology 1 SS 
Archeology 2 SS 
Area, Ethnic, Cultural, Gender, and Group Studies 3 SS 
Economics 9 SS 
International Relations 16 SS 
Political Science 23 SS 
Psychology 24 SS 
Sociology 25 SS 
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General Studies 12 OT 
Other 30 OT 
Domain Key:  NS -= Natural Sciences; HU = Humanities; 
SS = Social Sciences; PS = Physical Sciences; MCS = 
Math/Computing Sciences; OT=Other 
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Table F-2: Occupation Table 
(US Department of Labor) 
Occupation Classifications 
Classifi-
cation  
Code 
Sector 
Sector 
Code 
Management Occupations 1 Business A 
Business and Financial Operations 
Occupations 2 Business A 
Sales and Related Occupations 16 Business A 
Healthcare Practitioners and Technical 
occupations 10 Health/Social Service B 
Healthcare Support Occupations 11 Health/Social Service B 
Protective Service Occupations 12 Health/Social Service B 
Community and Social Services 
Occupations 6 Health/Social Service B 
Construction and Extraction Occupations 19 
Construction/ 
Production 
C 
Installation, Maintenance and Repair 
Occupations 20 
Construction/ 
Production 
C 
Production Occupations 21 
Construction/ 
Production 
C 
Transportation and Material Moving 
Occupations 22 
Construction/ 
Production 
C 
Computer and Mathematical 
Occupations 3 Math/Technology D 
Architecture and Engineering 
Occupations 4 Math/Technology D 
Personal Care and Service occupations 15 Service E 
Office and Administrative Support 
Occupations 17 Service E 
Food Preparation and Service Related 
Occupations 13 Service E 
Building and Grounds Cleaning and 
Maintenance Occupations 14 Service E 
Life, Physical, and Social Science 
Occupations 5 
Education/Social 
Sciences F 
Education, Training, and Library 
Occupations 8 
Education/Social 
Sciences F 
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Legal Occupations 7 Legal G 
Arts, Design, Entertainment, Sports, and 
Media Occupations 9 Arts/Media/Design H 
Farming, Fishing, and Forestry 
Occupations 18 
Farming/Fishing 
/Forestry I 
Military Specific Occupations 23 Military O 
Other 24 
 
O 
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Appendix G 
G-1: Participant Attrition Stepwise Comparison  
  
  
2
3
4
 
Table G-1: Participant Attrition Stepwise Comparison  
 
 
 
  
Attrition Point
Classification (Obs.)
n1 but 
not n2 n2 & n1 Total
n2 but 
not n3 n3 & n2 Total
n3 but 
not n4 n4 & n3 Total
n4 but 
not n5 n5 & n4 Total
A&S-F/NGC 3 51 54 1 50 51 1 49 50 3 46 49
A&S-F/SGC 0 27 27 0 27 27 0 27 27 0 27 27
Bal/SGC 2 172 174 1 171 172 1 170 171 1 169 170
Prof+A&S/HGC 0 73 73 0 73 73 1 72 73 1 71 72
5 323 328 2 321 323 3 318 321 5 313 318
Classification (Exp.)
A&S-F/NGC 0.82 53.18 54 0.32 50.68 51 0.47 49.53 50 0.77 48.23 49
A&S-F/SGC 0.41 26.59 27 0.17 26.83 27 0.25 26.75 27 0.42 26.58 27
Bal/SGC 2.65 171.35 174 1.07 170.93 172 1.60 169.40 171 2.67 167.33 170
Prof+A&S/HGC 1.11 71.89 73 0.45 72.55 73 0.68 72.32 73 1.13 70.87 72
5 323 328 2 321 323 3 318 321 5 313 318
Pearson Sq. Res.
A&S-F/NGC 5.7565 0.0891 1.4825 0.0092 0.6073 0.0057 6.4521 0.1031
A&S-F/SGC 0.4116 0.0064 0.1672 0.0010 0.2523 0.0024 0.4245 0.0068
Bal/SGC 0.1605 0.0025 0.0040 0.0000 0.2239 0.0021 1.0471 0.0167
Prof+A&S/HGC 1.1128 0.0172 0.4520 0.0028 0.1480 0.0014 0.0154 0.0002
chi-sq 7.5566 2.1187 1.2431 8.0659
p-value 0.0561 0.5481 0.7427 0.0447
One Two Three Four
  
2
3
5
 
   
Attrition Point
Classification (Obs.)
n5 but 
not n6 n6 & n5 Total
n6 but 
not n7 n7 & n6 Total
n7 but 
not n8 n8 & n7 Total
A&S-F/NGC 1 45 46 0 45 45 0 45 45
A&S-F/SGC 0 27 27 1 26 27 0 26 26
Bal/SGC 0 169 169 1 168 169 2 166 168
Prof+A&S/HGC 0 71 71 0 71 71 0 71 71
1 312 313 2 310 312 2 308 310
Classification (Exp.)
A&S-F/NGC 0.15 45.85 46 0.29 44.71 45 0.29 44.71 45
A&S-F/SGC 0.09 26.91 27 0.17 26.83 27 0.17 25.83 26
Bal/SGC 0.54 168.46 169 1.08 167.92 169 1.08 166.92 168
Prof+A&S/HGC 0.23 70.77 71 0.46 70.54 71 0.46 70.54 71
1 312 313 2 310 312 2 308 310
Pearson Sq. Res.
A&S-F/NGC 4.9513 0.0159 0.2885 0.0019 0.2903 0.0019
A&S-F/SGC 0.0863 0.0003 3.9509 0.0255 0.1677 0.0011
Bal/SGC 0.5399 0.0017 0.0064 0.0000 0.7743 0.0050
Prof+A&S/HGC 0.2268 0.0007 0.4551 0.0029 0.4581 0.0030
chi-sq 5.8230 4.7312 1.7015
p-value 0.1205 0.1926 0.6366
SevenFive Six
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H-1 to H-8: Participant Themes and categories 
H-9: Themes and categories across cases 
H-10: Skills across themes and cases 
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Table H-1: Themes and Categories in Janet’s Case 
 
Themes Categories Skills 
   
Accountability  
 
 
assessment formal  
beneficial 
professional behavior 
Information literacy 
Quantitative literacy 
(lack) 
 accountable 
 
 
   
 well-informed  
 personal capacity 
preparation 
research 
 
   
Workplace Dynamics   
   
- clients challenge 
encourage 
manage communication 
Problem solving 
-  
 
 
- coworkers collaborate 
helpful 
disagreement 
 
Teamwork 
- employer expectations 
understanding 
honor leadership 
inform 
 
 
   
Self-awareness   
 creativity Written communication 
 pride Creative thinking 
 confidence  
   
Employer value   
indifferent 
Related appreciation 
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Table H-2: Themes and Categories in Roger’s Case 
 
Themes Categories Skills 
  
 
Accountability   
   
assessment formal  
helpful 
 
initiative  
 
 reasoning Information literacy 
 assess environment Quantitative literacy (lack)  
 resource limitations 
culminating experience 
preparation 
research 
 
   
Workplace Dynamics   
   
- clients challenge 
manage communication 
diplomatic 
acknowledge diversity 
Problem solving 
Oral communication 
Critical thinking 
   
- coworkers collaborate 
accountable 
disagreement 
 
Written communication 
Teamwork 
- employer   
   
Self-awareness   
 optimistic Creative thinking 
 realistic  
 positive   
   
Employer value  
indifferent 
related appreciation  
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Table H-3: Themes and Categories in Lois’s Case 
 
Themes Categories Skills 
   
Accountability   
 
assessment 
 
 
informal 
adaptability 
 
 
 research  
thoroughness 
prioritize 
research 
 
Information literacy 
Critical thinking 
Quantitative literacy  
Workplace Dynamics   
   
- clients educate 
manage communication 
 
   
- coworkers  
disagreement 
collaborate 
motivation 
acknowledge diversity 
peacekeeper 
find compromise 
communication 
 
 
Critical thinking 
Written communication 
Information literacy 
Teamwork 
   
- employer feedback 
honor leadership 
proactive 
expectation 
 
Problem solving 
   
Self-awareness   
 enjoyment 
connections 
 
   
Employer value  
indifferent 
related appreciation 
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Table H-4:  Themes and Categories in Kara’s Case 
 
Themes Categories Skills 
   
Accountability   
 
assessment 
 
informal 
 
 expanded responsibilities 
 
research  
professional 
 
Information literacy 
Problem solving 
Quantitative analysis 
 analysis of problem Creative thinking 
   
  
Workplace Dynamics   
   
- clients educate 
individualized approach 
 
   
- coworkers acknowledge diversity 
remain positive 
collaborate 
peacekeeper 
 
Problem solving 
Teamwork 
- employer   
   
Self-awareness   
 creativity Written communication 
 enjoyment Oral communication 
Creative thinking 
   
   
Employer value  
non-corporate feel 
nonprofit environment 
appreciative 
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Table H-5: Themes and Categories in Georgia’s Case 
 
Themes Categories Skills 
   
Accountability   
 
assessment 
 
formal 
helpful 
 
 
 culminating experience Teamwork 
 professional coursework 
make connections 
prioritize 
preparation 
Information literacy 
Quantitative literacy (lack) 
Problem solving 
Written communication 
 
 
 
research 
 
 
Workplace Dynamics   
   
- clients anticipate need 
responsibility 
 
   
- coworkers 
 
acknowledge diversity 
equal contribution 
professional behavior 
 
Teamwork 
Critical thinking 
- employer meet expectations 
honor leadership 
 
 
   
Self-awareness   
 connections 
creativity 
enjoyment 
Creative thinking 
   
   
   
Employer value valued the person 
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Table H-6: Themes and Categories in Donna’s Case 
 
Themes Categories Skills 
   
Accountability   
 
assessment 
 
informal 
expanded responsibilities 
 
 
 thoroughness Written communication  
 prioritize  Information literacy 
 research  
 creativity 
professional 
preparation 
 
   
   
Workplace Dynamics   
   
- clients individualized approach 
anticipate need 
 
-    
- coworkers communication 
equal voice 
same language  
peacekeeper 
compromise 
 
Problem solving 
Teamwork 
Oral communication 
- employer   
   
Self-awareness   
 investigate assumptions  
 passion Creative thinking 
 curiosity 
creativity 
connection 
 
   
Employer value valued 
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Table H-7: Themes and Categories in Jack’s Case 
 
Themes Categories Skills 
   
Job Accountability   
 
assessment 
 
informal 
expanded responsibilities 
 
 
 culminating experience Problem solving 
 communication 
preparation 
research 
Critical thinking 
Information literacy 
Written communication 
  Quantitative literacy 
   
   
Workplace Dynamics   
   
- clients individualized approach 
anticipate need 
effective communication 
 
   
- coworkers effective communication 
find compromise 
group effort 
productive 
 
Oral communication 
Teamwork 
- employer new challenges 
effective communication 
honor leadership 
 
   
Self-awareness   
 investigate assumptions  
 passion  
   
   
Employer value valued 
unique personality 
 
Written communication 
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Table H-8: Themes and Categories in Charisa’s Case 
 
Themes Categories Skills 
Job Accountability   
 
assessment 
 
expanded 
responsibilities 
informal 
 
 
 
 focus on writing 
professional 
communication 
Written communication 
Critical thinking 
Information literacy 
  Quantitative literacy (lack) 
Work Dynamics 
 
  
- clients   
   
- coworkers Networking 
Non-emotional 
 
Creative thinking 
Information literacy 
- employer 
 
honor leadership 
culminating 
experiences 
expectations 
 
 
 
Self-awareness 
 
passive 
non-emotional 
connection 
 
   
 
Employer value  
 
indifferent 
change 
 
  
  
2
4
5
 
Table H-9: Themes and Categories across Cases 
Themes Janet Roger Lois Kara 
Job Accountability     
 
assessment 
 
formal  
beneficial 
professional behavior 
accountable 
 
formal  
helpful 
 
 
informal 
Adaptability 
 
Informal 
Expanded responsibilities 
 
     
 well-informed 
personal capacity 
preparation 
research 
Initiative 
Reasoning 
Assess environment 
Resource limitations 
Culminating experience 
Preparation 
research 
Research 
Thoroughness 
Prioritize 
 
Research 
Professional 
Analysis of problem 
Work Dynamics 
 
    
- clients challenge 
encourage 
manage communication 
Challenge 
Manage communication 
Diplomatic 
Acknowledge diversity 
Educate 
Manage communication 
Educate 
Individualized approach 
     
- coworkers collaborate 
helpful 
disagreement 
Collaborate 
Accountable 
disagreement 
Disagreement 
Collaborate 
Motivation 
Acknowledge diversity 
Peacekeeper 
Find compromise 
Communication 
Acknowledge diversity 
Remain positive 
Collaborate 
peacekeeper 
- employer 
 
expectations 
understanding 
honor leadership 
inform 
 Feedback 
Honor leadership 
Proactive 
expectations 
 
 
Self-awareness 
Creativity 
pride 
confidence 
Optimistic 
Realistic 
positive 
Enjoyment 
connections 
Creativity 
enjoyment 
     
Employer value indifferent 
related appreciation 
Indifferent 
related appreciation 
Indifferent 
Related appreciation 
appreciative 
Nonprofit environment 
  
2
4
6
 
Themes Georgia Donna Jack Charisa 
Job Accountability     
 
assessment 
 
Formal 
Helpful 
 
Informal 
Expanded responsibilities 
 
Informal 
Expanded responsibilities 
 
Informal 
Expanded 
responsibilities 
     
 Culminating experience 
Professional coursework 
Make connections 
Prioritize 
Preparation 
Research 
 
Thoroughness 
Prioritize 
Research 
Creativity 
Professional 
preparation 
Culminating experience 
Communication 
Preparation 
Research 
Focus on writing 
Professional 
Communication 
Work Dynamics     
- clients Anticipate need 
Responsibility 
Individualized approach 
Anticipate need 
individualized approach 
Anticipate need 
Effective communication 
 
     
- coworkers Acknowledge diversity 
Equal contribution 
Professional behavior 
 
Communication 
Equal voice 
Same language 
Peacekeeper 
compromise 
Effective communication 
Find compromise 
Group effort 
productive 
Networking 
Non-emotional 
- employer 
 
Meet expectations 
Honor leadership 
 New challenges 
Effective communication 
Honor leadership 
Honor leadership 
Culminating 
experience 
expectations 
Self-awareness  
Connections 
Love creativity 
enjoyment 
 
Investigate assumptions 
Passion 
Curiosity 
creativity 
connection 
 
Investigate assumption 
passion 
 
Passive 
Non-emotional 
Connection 
     
Employer value Value the person valued Valued 
Unique personality 
Indifferent 
change 
  
2
4
7
 
Table H-10: Skills across themes and cases 
Themes  Janet Roger Lois Kara 
Job Accountability     
 Information literacy 
Quantitative literacy 
(lack) 
Information literacy 
Quantitative literacy (lack) 
Information 
literacy 
Critical thinking 
Quantitative 
literacy  
 
Information 
literacy 
Problem solving 
Quantitative 
analysis 
    Creative thinking 
     
Work Dynamics 
 
    
-  Problem solving Problem solving Critical thinking Problem solving 
Teamwork 
 Teamwork Oral communication Written 
communication 
 
-   Teamwork  
Critical thinking 
Information 
literacy 
 
  Written communication Teamwork  
   Problem solving  
 
Self-awareness 
    
 Written 
communication 
Creative thinking 
 
Creative thinking  Written 
communication 
Oral 
communication 
Creative thinking 
 
Employer value     
 
  
2
4
8
 
 
Themes Georgia Donna Jack Charisa 
Job Accountability     
 Teamwork 
Information literacy 
Quantitative literacy 
Written 
communication  
Information literacy 
Problem solving 
Critical thinking 
Information literacy 
Written communication 
Critical thinking 
Information literacy 
 Problem solving 
Written communication 
 Written 
communication 
Quantitative literacy 
Quantitative literacy 
(lack) 
 
 
     
     
     
Work Dynamics     
-  Teamwork 
Critical thinking 
Problem solving 
Teamwork 
Oral communication 
 Creative thinking 
Information literacy 
     
-      
     
Self-awareness     
 Creative thinking 
 
Creative thinking   
Employer value   Written 
communication 
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